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TO ALL 
YE WHO TEACH 


PREFACE ` 


A SOCIAL APPROACH to human beings, admitting their need for 
appreciation and participation. A liberal-minded attitude to the pro- 
cesses of education, with awareness of the significance of insight and 
the part played by learners’ concepts of themselves. Careful analysis 
of subject-matter, recognizing the importance of thoroughness in its 
study. Acceptance or rejection of the desirability of these determines 
the success of those who seek to influence others at any level and in 
any sort of situation — in homes, in schools, within industry, and on 
the councils of the nations. Much of the evidence indicative of their 
importance is, however, not yet readily available; and echoes of other 
viewpoints still linger to reduce the effectiveness of action. An attempt 
is therefore here made to indicate the origins of these interpretations 
and assess their relevance to day-to-day problems in what may well 
be the most typical situation — that of a ‘teacher’ within a school. 

Teachers play many parts and to an understanding of these they 
bring all the wisdom accumulated in the totality of their living. 
Some study of motivation, of learning, and of growth is a necessary 
preliminary to a consideration of the work they do as technical 
experts in the presentation of topics or the assessment of personality 
or progress. To this must be added some concern with their require- 
ments as administrators responsible for human relationships, as 
agents in the maintenance of public morale, and as explorers of the 
effectiveness of methods as yet untried. 

Under such headings the matters commonly included in the dis- 
cussion of school life and work may usefully be considered; and they 
are here presented in this form. Through an historical accident certain 
topics are referred to in the special terminology of the English 
educational system. The procedures indicated have, however, quite 
general relevance, and for the interest of readers in other countries it 
may be mentioned that the title “Secondary Modern’ is used in 
England to describe a secondary school which commonly offers 
advanced courses on subjects similar to those of the primary 
(junior) stage in contrast to the more academic subjects taught 
in ‘Grammar’ or ‘Technical’ secondary schools whose special 
function is to give direct preparation for entry to a University. 
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Allocation to these different types of school is made in terms of an 
estimate of ability at about the age of eleven and it is thus an extreme 
form of the practice of classifying pupils into ‘groups’, ‘streams’ 
or ‘tracks’ of ability with differentiated treatment to each group, 
according to its initial ranking—A, B or C (highest, middle or lowest). 
Some such separating within classes and for temporary purposes 
is not unknown elsewhere and English evidence as to its effects is 
closely related both to the general work of a teacher and to the 
problems which concern all human beings in their contacts with 


one another. 
C. M. FLEMING 
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THE TEACHER IN 
THE ACT OF TUITION 


TEACHING MAY BE studied in any situation in which a certain excess 
of skill or prestige prompts a human being to try to pass on to 
another something of his competence — in knowledge (belief), feeling 
(appreciation), purpose (value), oraction. Thecontact may be between 
two adults or two children. It may be between a child and an adult, 
an employer and an employee, a parent and a child, or an officially 
appointed teacher and a pupil. The phrasing may differ in different 
Circles, ‘TIl show you.’ ‘I think I am right in supposing...’ ‘I guess 
that’s so,’ ‘Take it from me.’ The response is surprisingly similar in 
all. Do you know what you are talking about?’ ‘Is that style of play 
any good? ‘Is your taste to be trusted?” ‘Are those values relevant?’ 
These questions may be asked by those who are being ‘taught’. They 
May occur to the teachers themselves as they ‘teach’. Always they 
Imply an inquiry as to personal qualifications and commonly they are 
followed by some form of search for professional skill. “How can 
this teaching be done?” ‘What method is the best?” 

Conscious concern with such questions is behind the centuries- 
Old belief in teacher-training exemplified in the gathering of disciples 
Tound a Master in Galilee. It found modern elaboration in the writ- 
ings of Erasmus, Ignatius, Mulcaster, Comenius, Pestalozzi, and 
Herbart; and it reached institutional form in the eighteenth-century 
Seminaries of Halle and Stettin, and the nineteenth-century training 
Colleges of many lands.[1] The standard of competence required 
ftom professional teachers may vary from country to country and 
its content may be differently interpreted in different social settings. 
General awareness of its importance is indicated by the provision 
Which is made not only for initial preparation but for continued 
education through ‘refresher courses’, ‘in-service training’, quin- 
quennial testing by national teachers’ examinations and the like. [2] 
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The studies relevant to such professional skill were offered in earlier 
centuries through philosophic appraisals of the teacher's art. Now 
they are to be found chiefly in the interpretations of psychologists 
who have accepted the challenge of the educators and have sought 
to study the processes of learning and teaching in experimental 
investigations and through observational records of long-term 
development in various fields.[3] 

Prior to entrance to a school most teachers have thus deliberately 
made some attempt to answer the two questions: 


(a) Have I something to teach? (Do I know the subject?) 
(b) How can the teaching best be done? (How do I propose to 
present iny subject?) 


Upon beginning to teach a change occurs. The door of a class- 
room opens. Fifteen to fifty pairs of eyes are focused upon the new- 
comer. There is a silence laced with expectancy; and self-examination 
as to knowledge of content and method drops into insignificance 
before the more immediate challenge: *Can I win and hold their 
attention?’ ‘Will they follow me, like me, obey me?’ ‘What sort of 
person will be successful in this situation?’ ‘Am I that sort of person?’ 


Classroom procedures and good teaching 


On this topic, could the prospective teacher pause to study it, a 
considerable amount of evidence is available.[4] In its simplest form 
it is to be found in the answers given by pupils to direct questions of 
the type: ‘What sort of teacher do you like best? “What, in your 
opinion, are the qualities of a good teacher?’ Replies differ somewhat 
from school to school; and the range of available adjectives is very 
wide. Birchmore, for example, in a recent London inquiry collected 
from three hundred and forty pupils statements which included one 
hundred and five good qualities and sixty-four bad qualities. These 
could be grouped under such headings as order and discipline, know- 
ledge, personal attributes, ways of handling class-work, and ways of 
dealing with boys; but there remained a wide variety of opinion with- 
in the general framework of an emphasis on the importance of 
decency and kindliness on the part of the teacher as a human being — 
friendliness and an absence of fussiness and bossiness.[5] 

More subtle methods have been used by those who, interviewing 
boys and girls, have extracted by incidental means evidence as to the 
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accepted stereotypes of good or bad teachers held by groups of 
pupils in differing circumstances.[6] Similar material has been col- 
lected through the analysis of pupils’ essays on superficially neutral 
topics.[7] 

From all of this a composite picture may be painted. Pupils declare 
that they prefer teachers who conform to something like the follow- 
ing pattern: 


has no favourites, 

has patience, . 
goes out of his way to help backward pupils, 
is fair and considerate, 

does not punish the whole class because of one boy, 
admits when he is wrong, 

does not get angry when asked to explain, 
can explain a difficult subject simply, 

does not control the class by fear, 

does not snoop, 

has a thorough knowledge of his subject.[8] 


Most of this, it will be noted, is in terms of what good teachers do 
and say. It is a matter of general procedures rather than of personal 
characteristics. 

A similar descriptive approach has been followed in many studies 
made by adult observers. These are in direct succession to the philoso- 
phic fiction of Rousseau and the didactic prescriptions of Pestalozzi 
and Froebel; but they now ofler an analysis of actual happenings 
supported by photographic and sound recordings and elaborated by 
techniques derived from nineteenth-century reports on the speech 
development of infants.[9] The latter were admittedly concerned with 
the observation of one child at a time and they encouraged too rigid 
a labelling of individuals as egocentric, [10] socially blind, indepen- 
dent, dependent, unresponsive, self-assertive, submissive, and the 
like.[11] About the third decade of the present century, however, 
interest began to be taken in the responses of children to the attitudes 
and actions of their parents and teachers; and a beginning was made 
in what can now be described as the scientific study of the teaching 
process. 

Four books are of importance here. Biihler in the 1920s broke 
new ground by her use of methods of concentrated observation by 
trained observers and her classification of their recordings under 
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predetermined headings (contacts in approach and response accord- 
ing to observable purposes—social, pedagogical, organizational, 
charitable or economic, and expressive either of friendly or unfriendly 
intentions).[12] A not dissimilar classification was offered by Murphy 
in a descriptive reproduction of the sayings and doings of nursery 
school pupils in their relationships with one another;[13] and the 
relevance of such methods to the observation of relationships between 
teachers and older pupils was next made clear by several investi- 
gations reported by Lewin and his students in the fourth decade. 
Bühler had shown that the observational methods currently used 
by anthropologists could be applied to the observation of children. 
Murphy had drawn attention to the variations of behaviour of the 
same children in differing groupings. It was left to Lewin to add 
methods of controlled experiment adapted from experimental 
psychology. In a series of studies reported subsequently under 
several variants of his first title: Patterns of... Behavior in Experi- 
mentally-created ‘Social Climates? [14] he showed that a high measure 
of reliability could be established as between one observer and 
another; and that the behaviour of ten-year-old boys in a club situa- 
tion varied with the words and discernible attitudes of their leaders. 

Lewin's descriptive categories are of considerable interest. He gave 
definitions of leadership in terms of its authoritarian, democratic 
or laissez-faire character; and he analysed his detailed records of 
words and actions under headings such as the giving of orders, non- 
constructive criticism, guiding suggestions, praise and approval, 
jovial and confident behaviour on the part of the leaders; and 
friendly remarks, aggressive behaviour, discontent, Broup-minded- 
ness (thinking in terms of ‘we’ rather than T) or demands for 
attention on the part of the club members. 

More elaborate experiments of a similar type were organized by 
Anderson some years later. In these the subjects were children work- 
ing under routine conditions in school; and an attempt was made to 
describe the sayings and doings of their teachers by classifying them 
under approximately twenty-nine headings in terms of dominative 
or integrative behaviour — with and without evidence of conflict 
and with and without evidence of working together.[15] Illustrative 
of these are some of the commonplaces of classroom intercourse. 
“Hurry up’, ‘Sit still’, ‘We haven't time now’, ‘I told you so’, ‘Some- 
one is not attending’, ‘I want you to read this’, ‘I hope you are using 
your minds’, ‘I think we are ready', ‘I’ll show you’, ‘That’s better’, 
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‘Who would like to do it?', ‘I want to see how very well you can do 
it’, ‘Can anyone help him?', ‘She has been so kind as to offer’, 
‘J think we all enjoyed it’, ‘I’m sorry’, “Yes! I saw it too’. Intonation 
and gesture were involved as well as words. Very similar phrases 
might be used in a relationship describable as ‘domination with 
evidence of conflict’ (‘I’m busy now’ — a direct refusal) and in one 
which fell into the category ‘domination with evidence of working 
together’ (‘I’m busy now" — an implied promise of later action). 
‘Good for you’ as an approval of prescribed work might be said 
in a situation in which the teacher was dominant or as an acceptance 
of an unsolicited contribution in a situation characterized as ‘inte- 
gration with evidence of working together’. 

In recording in terms of these categories and in observation of 
pupils’ responses (making contributory remarks, secking help, offer- 
ing services, telling experiences, looking up from work, and so on), 
Anderson and his co-workers in Illinois succeeded in demonstrating 
considerable consistency as between one observer and another. They 
confirmed Lewin’s findings that the behaviour of the same children 
differed in response to teachers whose classroom behaviour was 
markedly different. They showed that there were similarities in the 
behaviour of children of different ages under similar sorts of treat- 
ment; and they supported the conclusion that more satisfactory 
responses were won by teachers who used a democratic approach. 

Other inquiries of comparable nature have more recently been 
reported by Withall, by Baxter, and by Bush in studies of teacher- 
pupil relationships, by Higginbotham in the recording of leaderless 
group discussions, and by Arbuckle in the discussion of the compara- 
tive effect of teaching of different sorts.[16] 

The significance of such work is twofold. It is important as a 
contribution to the developing science of psychology through its 
addition of a polished tool of descriptive analysis to the psychologist’s 
armoury of interviews and questionnaires — of questions asked orally 
in a face-to-face situation or instructions given in printed form in 
tests to be answered by pencil on paper. It is significant because its 
evidence confirms other findings as to the effectiveness of an attitude 
which can be described as democratic. Pupils prefer teachers who 
treat them in friendly fashion. Teachers who permit initiative and co- 
operativeness evoke more satisfactory reactions from their pupils. [17] 

These recent recordings have also added depth to the meaning of 
the word ‘democratic’. In the two most detailed analyses so far 
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available - that of Lewin and that of Anderson - the democratic 
or integrative attitude was shown to include decision as well as 
trust, and the giving of directions along with courtesy. To borrow 
a phrase which has significance in many other contexts, a democratic 
approach ‘has more in common with’ a dictatorial approach than 
has often been supposed. It is not Jaissez faire. It does not represent 
abdication on the part of the teacher nor an advocacy of self-expres- 
sion or complete freedom for pupils without regard to the require- 
ments of others and without recognition of the necessity for technical 
advice from adults.[18] The difference in social climate is to be found 
in a point of view expressed in attitude or intonation rather than in 
any specific form of words or actions. To the dictator his subjects 
seem other than himself — of lesser breed and incapable of respon- 
sibility and decision. To the guide his clients are potentially of like 
quality to himself though admittedly of lesser skill. To the company 
of the guides, good teachers seem to belong both from the point of 
view of their own pupils and from that of adult observers of the 
teaching process. 

Findings such as these go far to answer the question as to the sort 
of procedures which have been found successful in establishing good 
relationships in a classroom. They do not help the new teacher to 
answer the other questions which arise on actually encountering 
pupils. ‘Have I the correct sort of personality? *Will I be able to 
win and hold their attention?" 

The wording of these questions, it will be noted, is in itself indica- 
tive of some recognition of the complexity of the situation. The first 
formulation: ‘Have I the correct personality?’ implies a looking in on 
the individual -a consideration of the teaching personality as an 
entity in itself. The second phrasing: ‘Will I be able to win attention? 
is already an admission of a relationship to pupils. 

Three issues are involved: a study of the personality of the success- 
ful teacher (What are good teachers like?), the assessment of that 
personality, and an understanding of the nature of human motivation 
(How can pupils be reached and held?). To the first, further con- 


sideration may now be given. The others are deliberately reserved 
for later chapters. 


Personal qualities and good teaching 
On this topic the So 


phists and Socrates had their views; and echoes 
of their arguments 


are still to be heard in Pronouncements from 
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platform, pamphlet or press.[19] A good teacher is adaptable, 
attractive, careful, considerate, co-operative, dependable, enthusias- 
tic, forceful, healthy, honest, industrious, neat, open-minded, original, 
and progressive as well as well-informed. The picture is one of a 
hypothetical human being with certain fixed and rather clearly 
defined attributes in the form of personal qualities such as optimism, 
fairness, and self-control, professional qualities such as knowledge 
of subject-matter and techniques of teaching, and social qualities such 
as sympathy, understanding, and skill in judging the reactions of 
others. [20] 

Certain changes in wording may, however, be traced down the 
decades. The philosophic rationalists of the mid-nineteenth century 
put emphasis on strength of character, clarity of thinking, firmness 
of discipline, intelligence, and scholarship.[21] By the late nineteenth 
and early twentieth century there was more talk of tough-mindedness, 
extraversion, and gifts in the management of people.[22] Emphasis 
was next put on organizing ability, and on skill in the arrangement of 
conditions contributory to the establishment of correct habits. This 
was supported by a concern for clarity of analysis of the content ofthe 
curriculum, perseverance in drill, and clearness in presentation. [23] 

The writers of the late 1920s asked for an interest in citizenship. 
The good teacher was one who, participating in the concerns of the 
community, understood the social relevance of the curriculum — one 
whose projects were therefore related to the frequency of similar 
activities in the adult life in which pupils might later be expected to 
participate.[24] 

By the 1930s attention was turning to the significance of attitudes. 
The good teacher was one who showed gifts of leadership, discrimina- 
tion in assessment of the seriousness of misdemeanours along with 
a certain flair for the treatment of behaviour disorders, supplemented 
by professional skill in the use of standardized tests and the diagnosis 
of individual difficulties in the learning of the basic subjects.[25] 

In the 1940s there were signs of a fuller appreciation of the adult 
who showed attractiveness and persuasiveness — ability to win atten- 
tion as well as command support.[26] 

More modest in range are the descriptions attempted in recent 
inquiries into methods of assessing teaching ability [27] - supported 
by investigations into procedures suitable for selecting students for 
training [28] and into reasons given for entering the teaching pro- 
fession.[29] From analysis of these it is possible to extract published 
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findings on the qualities which correspond most closely to reputed 
skill in teaching. These again vary from ratings in open-mindedness 
(in the sense of the originality, adaptability, and tolerance which 
permit participation on the part of the pupils), a businesslike 
approach in the organization of class activities, impartiality, calm- 
ness, consistency, sociability, and attractiveness (Ryans), intelligence 
and the willingness to use it in the classroom situation, to scores in 
objective tests of resourcefulness, social participation, and interest 
in teaching (Evans).[30] Findings differ somewhat from one College 
to another, with variations in the size of the group under instruction, 
the type of subject, the age of the pupils, and the nature of the 
classroom organization. It seems, therefore, possible to say with 
considerable confidence that there is no reason to suppose that any 
one type of personality pattern has monopoly of the claim to be 
regarded as that of the potentially successful teacher. [31] 


Teachers take stock of their pupils 


The door has opened and closed. Fifte 
focused on the teacher. 


"Pupils react to the procedures of their teachers.’ ‘Many different 
sorts of personalities are found among good teachers.’ 

A slight movement breaks the silence. Something must be done 
and done rapidly. The teacher passes from thoughts of subject matter, 
method, or personal Suitability, to concentration upon massed 
figures and faces. ‘What sort of boys or girls are these?’ ‘How can 
these pupils be reached and held?’ 

Impressions are at first of the group as a whole. Clean, tidy, 
expectant, bright, dishevelled, unkempt, sullen, dull. The teacher 
begins to speak; and individuals come into view. Some responsive. 
Some interrogative. Some quizzical. Some friendly. Some indifferent. 
Some attentive. Some make offers of help. Others ask questions with 
surprising assiduity. Some whisper to their neighbours. A few seem 
busy with their own affairs. On first encounter there is, however, an 
air of general attentiveness and an orderliness which the new teacher 
happily attributes to personal attractiveness and competence. Little 
by little learning of names takes place. Details become clearer and 


the new teacher applies the methods in common use in day-to-day 
assessment of personality:[32] 


en to fifty pairs of eyes have 


(a) observation of physical characteristics; 
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(b) interpretation of general appearance and speech; 

(c) identification of actions; 

(d) analysis of expressive movements in gesture, voice, eyes, or 
carriage. 


Before the end of the first hour clearly defined labels have been 
attached to many children (intelligent, unresponsive, co-operative, 
confident, well behaved); and the adult is tempted to suppose that 
allies and opponents have taken recognizable form and that the 
main attributes of the group have been discerned. 


Social patterns in a class 


Enlightenment comes only too rapidly. On second encounter few 
pupils react in exactly the same fashion. The self-assertive are un- 
accountably quiet. The mouselike are surprisingly arresting. The 
teacher is driven to the realization that ratings of personal attributes 
in terms of observable performance have not given an answer to the 
question as to how any pupil is likely to behave. 

To theeyes of the new teacher theclass appears to be an organized 
whole into which he has to insert himself, or a series of well-knit 
groups which are waiting to take action in co-operation with him or 
against him. Only by degrees is it realized that the social pattern of 
a class is more complicated than it at first appears and that respon- 
siveness to teachers is related not merely to the teacher's personal 
qualifications and ability to satisfy the known requirements of the 
pupils in terms of knowledge or skill, but to the currents of friend- 
liness or dislike, admiration or disdain, among the pupils themselves. 
Some information on these currents is obtainable through the close 
attention to small cues which forms part of the acquired wisdom of 
a skilled teacher. Glances, gestures, sitting positions — expressive 
movements of various kinds — are pointers to the assessment of group 
relationships in a sense as real as that in which they contribute to the 
assessment of individual personalities. "Which pupil supports which 
pupil?’ ‘Who creates a diversion if a certain child makes a mistake?’ 
“Which are the leaders?’ ‘Who fails to win supporting laughter when 
he makes a joke?’ ‘Who rarely offers an audible contribution?” 

Fuller examination of such inter-group relationships is one of the 
Special contributions made by the psychological findings of the last 
few decades. Its further consideration forms part of the subject- 
matter of this book. Meanwhile it is sufficient to note that it is from 
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some such experiences as these in the actual encounters of teachers 
with their pupils that there comes the selection of topics relevant to 
an understanding of the psychology of teaching. 


What sort of beings are they who engage in teaching and learning? 

Why do they do those things which they do? 

What are the processes involved in learning and in teaching? 

What are the relationships discernible in both? 

What changes occur as pupils grow towards maturity? 

What are the reactions of pupils as they learn? 

What are the mutual influences of members of teaching and 
learning groups? 

What are the technical skills which the teacher must acquire? 


In more formal phrasing: 


The study of Motivation, Learning, and Growth. 

The Pupil in the School Situation. 

The Teacher as Technician, as Craftsman, and as Administrator. 

The Therapies of Membership of Groups. 
Under these headings there may be subsumed most of the issues 
essential to an understanding of the teaching and learning situation — 
its relationships, its difficulties, and its delights. Their consideration 
will take the reader far from the actual classroom; but always return 
can be made to the human problems implicit in the teacher's 
thoughts: 

Do I know my subject? 

How can my subject best be taught? 

What sort of person will be successful here? 

Am I that sort of person? 

What kinds of boys and girls are these? 

How can they as Pupils be reached and held? 
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PART II 


THE TEACHER AS A 
STUDENT OF MOTIVATION 


II 


UNDERSTANDING HUMAN 
NATURE: PHILOSOPHY, 
EXPERIMENTAL PSYCHOLOGY, 
BIOLOGY AND SOCIOLOGY 
o — 


ALL TEACHERS IN their day play many parts. They are students of 
human behaviour. They are organizers of differing forms of human 
learning and inevitably they are engaged as technical experts in the 
assessment of the effect of their endeavours. They may do these 
things wittingly or unawares and with varying degrees of willingness 
Or competence; but whatever attitude they adopt their skill is directly 
Telated to the views they hold as to the nature of human beings and 
the reasons for their behaving as they do. These opinions may be 
Mere reproductions of earlier assumptions or beliefs more soundly 
based upon the best evidence available today. Whichever form they 
take, their implications can be fully understood only in the light 
9f some knowledge of what went before. No apology is therefore 
Offered for pausing in this book at various points to remind the 
Teader of the contributions made by certain influential thinkers of 
the past, ; 
This chapter is essentially such a reminder. It is unorthodox in 
Structure — of the nature of a summary rather than a survey — and 
Its contribution may be indicated quite briefly by saying that in the 
Study of human motivation a progression can be traced from an 
emphasis on mental processes to a concern with conflicting instincts 
and from that to a preoccupation with social influences. The study 
Of individuals was thus succeeded by more direct concern with 
uman beings as members of society; and, from that, the step was 
later taken to inquiries into the meaning of intimate human relation- 
Ships. In 1860 psychology was still a sub-section of philosophy. By 
1880 the new psychology was experimental. In 1900 it was ‘dynamic’; 
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and by 1920 many workers were looking to sociology rather than to 
biology for the key to unlock the secrets of the mind.[1] 

These dates present a rough approximation for which, however, 
documentary evidence can be adduced (see Table I). The writings 
to which they correspond are so well known that it is not necessary 
to reproduce their content here. It is sufficient to remark that the 
word psychology is relatively recent,[2] that the beginnings of its 


TABLE I 


Successive Viewpoints in the Study of Motivation 


The Study of Individuals The See 


—] 
Period -1895 -1920 231935 


Contributory| Philosophy Biology Sociology Social psycho- 
disciplines | Experimental Physiology Anthropology | logy 
psychology A phenomeno 
logical 
approach 


Emphasis Body. [T Intimate 
Emotions Social groups 


circumstances| Human , 
relationships 


Key to Faculties ` Instincts Attitudes Needs 
interpreta- | Conflict of ideas Conflict of Influence of Changes in 
tion impulses Society self-picture 
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Educational | Instruction Non-interference | Social i 
h : m. matur- | Guidance 
aim Mind-training Self-expression ing Self-discovery 


Citizenship 


Explanation | Badness 


d b Frustration 
of failure | Laziness 
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Inhibition feglect eh 
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Wm. James 1890 | Thorndike eni aaa I Go 1952 
Adler 1911 

Jung 1912 
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for the last two M 
of this book. 
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jor publication in mid-life. Fewer are shown 
ration of these forms the main subject-matter 
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by patients for the sympathetic interpretation of their analysts — 
psycho-analysis as a theory became progressively less adequate as 
a description of human functioning. [8] a 

On retrospect also it is worthy of note that the word "instinct 
passed into disuse among psychologists in proportion to their 
recognition of the significance of environment and their consequent 
realisation of the unsuitability of a term which by its implications 
discouraged a study of the antecedents and concomitants of human 
behaviour. Even in the field of comparative psychology the word is 
now used with considerable caution in discussion of experimental 
studies of animal learning; and much of what used to be thought of 
as the manifestation of specific inborn patterns is studied as a process 
of development in an environment of a particular kind.[9] 

In the case of those writers on human psychology who continued 
to favour metaphors of biological origin, the connotation of the 
term ‘instinct’ can also be seen to have altered almost insensibly. 
What began as an explanatory concept emphasizing the unlearned, 


the irrational, and the Passionate, ended as a mere reference to à 
potentiality or ‘tendenc 


and intelligence into a 
dure.[10] In this 
paraphrase of M. 
of these master. 
resembling in 


c terminology of Freud (his ego, id, warring 
> Sensor, super-ego, and the like),[13] a modification of 
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— in to take full measure of the subtleties of human 
fing ie : e le philosophers" still earlier emphasis on reason, 
iam upplementation by certain later interpretations which 

more adequate and more purely psychological in viewpoint. 


Why do those boys and girls behave as they do? 


pee they understand what they are to do they will do it." 
ey are getting pleasure out of it. That's why they do it.’ 


These were among the answers of the philosophers: 


e over-sexed. He can’t help it.’ 
ca was born that way.’ 
at satisfies his Unconscious. He must do it’ 


Thi . Pa Xm us 
his was the special contribution of the biological psychologists. 


‘Tt’. H 
s their home background. What else can you expect?" 


Thi 
is was the further comment of those who favoured a socio- 


Ee approach.[14] 
En added something to the tea 
ges. None provided an adequate so 


cher's understanding of his 
Jution to his problem. 
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III 


UNDERSTANDING HUMAN 
NATURE: SOCIAL PSYCHOLOGY 
AND THE CONCEPT OF NEED 


————M—Ó————— 


AN AWARENESS OF the part played by social relationships came 
relatively late in the history of experimental psychology.[1] Not 
until the 1920s was serious attention given to the possibility that 
performance in a laboratory might vary with the degree of proximity 
of other human beings;[2] and even when the testing of individuals 
was followed by the testing of groups it was not at first realized that 
responses might be related to the impression produced by the tester. 
(Individual tests were commended as a means of discovering the 
abilities and attributes of actual children or adults — in contrast to 
the more generalized picture of humanity then offered by theorists. 
Group tests were accepted as an aid in the assessment of teachers’ 
competence.)[3] By the end of the third decade of the twentieth 
century it had, however, been noted that not only have the words 
used by an investigator an effect upon the responses obtained, [4] 
but that the influence of an observer or a co-worker may be genuine 
even when neither is visible to the testee.[5] With this recognition of 
the social implications in the test situation part of the foundation 
had been laid for social psychology, in the present connotation of 
that term. 


Child Guidance Clinics 

Another contribution came in the educational field from contem- 
porary inquiries in certain Child Guidance Clinics. The clinics had had 
their immediate origins in the apparently fortuitous improvement in 
Spelling, reading or arithmetic which followed upon the use of 
single pupils as subjects for investigation.[6] (Dora had the honour 
of ‘going to the University. Her reading in school unexpectedly 
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improved. Tom went to 'The Laboratory'. His errors in arithmetic 
became less frequent. George was shown the wonders of a tachisto- 
Scope. He began to take an interest in spelling.) Earlier attempts by 
Galton, Bryant, Cattell, Witmer, and others to secure scientific 
measurement of school children had also prepared the way for the 
acceptance of research workers;[7] and the findings of extensive 
school surveys of arithmetic and Teading in the early twentieth 
century had lent psychological support to teachers’ awareness of the 
existence of a wide range of individual differences at every age. 
Teachers were no longer unwilling to admit that ‘problem’ pupils 
existed (as they had had to be in the years when ‘payment by results’ 
was an accompaniment of the belief that only inefficient teachers had 
unsuccessful pupils).[8] The publicity given to psycho-analytic 
treatment of hysteria in the First World War had given further encour- 
agement to the belief that Psychologists might be able to help 
teachers with children who showed behaviour difficulties as well as 
with pupils who failed to learn; and for all these reasons an increasing 


number of Educational and Child Guidance Clinics had been 
established in the 1920s in Nor 


the time a distinction was not d 


Psychologist or a psychiatrist.[11] 

The immediate effect of this u 

; tention from experiments with new methods of teaching and to 

oster an interest in the Classification of children — in terms of levels 
28 


" pon the schools was to deflect 


SOCIAL PSYCHOLOGY AND THE CONCEPT OF NEED 


of ability, stages of growth, types of backwardness or kinds of 
misdemeanours. Teachers were encouraged to reorganize their 
schools in groups homogeneous in attainment and intelligence:[12] 
and they were invited to look for the symptoms of certain sorts of 
behaviour problems suitable for referral to Child Guidance Clinics. 
It was within this setting that an attempt to collect statistics as to the 
frequency and incidence of such problems led directly to the next 
notable step in the recognition of the significance of social relation- 
ships. 

In 1924 and 1925, in an investigation sponsored by child guidance 
groups in Minneapolis and Cleveland, Wickman had set out to dis- 
cover the relative number of problem pupils of different kinds.[13] 
Answers to his first questionnaire suggested the possibility that 
teachers had clearly formulated attitudes as to the relative seriousness 
of certain behaviour disorders. These he later compared with the 
attitudes of psychologists in Child Guidance Clinics with the inten- 
tion of convincing teachers that they should attach less importance 
to overt and noisy forms of misdemeanour than to anti-social fears 
and timidities. The title of Wickman’s monograph — Children’s 
Behavior and Teachers’ Attitudes — and certain of his findings 
directed attention, however, to the fact that the nature and frequency 
of problems differed from teacher to teacher and suggested the 
possibility that children's behaviour might vary with the attitudes of 
their teachers. Meanwhile somewhat similar conclusions were being 
drawn from other extensive psychometric and sociological inquiries 
into the home background, the out-of-school activities and the 
earlier school history of problem children.[14] Wickman’s work had 
Served to challenge facile generalizations as to absolute numbers of 
culprits of different kinds; and his published results contributed to 
the dawning realization that similarities of social setting or socio- 
economic level are not always followed by similarities of reaction in 
classroom or playground, and that the meaning of common relation- 
Ships such as that of teacher to pupil or parent to child has not a 
universal content but may differ according to the behaviour of the 
adult and the accompanying past and present experiences of the 
child. The concepts of what is now called social psychology thus 
began to be recognized as relevant not only to the testing of subjects 
in laboratories or clinics but to educative processes as they are 
carried out in schools or homes by teachers or parents.[15] , 

Closely associated with this b ia an awakening concern with 
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the personal requirements or ‘needs’ of members of such human 
groups; and the next step in the interpretation of motivation was the 
almost unnoticed insertion of this new concept into the discussion. 
To understand its significance it is necessary to look once more at 
the biological emphasis of the latter part of the nineteenth century. 

The work of the biologists had been in part a protest against 
contemporary belief in the passivity of human learning with its 
theory of ‘impressions’ made upon a mind conceived of as a wax 
tablet. They had reaffirmed the recalcitrant and resistant character 
of human ‘nature’ with unlearned instinctive reactions and demands 
for sensual satisfactions; and they had thought of human beings as 
self-centred and anti-social -entering into civilized living in terms 
of a ‘social contract’ in which, for the attainment of greater ultimate 


nature of man). The evidence submitted by Thorndike and by 
Watson has been mo 


à consideration of human motivation (see Chapter V below). Their 
work served, howev 


environmentalist position in both fields.[17] 


Drives - primary and secondary 
In partial reaction a 
tion and the Bener. 
in 1918 the suggestion that the word ‘drive’ might 
to account for the 


cally identical fashion to stimuli which (to an 
same in character and in intensity.[18] 
This word has been accepted by man 


! y subsequent workers. It has, 
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however, often been used in support of continued concentration on 
the individual to the neglect of the social; and it has been assumed 
(contrary to the intentions of Woodworth) that the primary motiva- 
tions (primary drives) are the physical urges or tensions of hunger, 
thirst, fatigue or sex. A purely secondary or derived status has been 
given to the social and more characteristically human satisfactions; 
and these ‘secondary’ drives have been supposed to appear only 
through a process of association with responses to stimuli originally 
attractive as a means of satisfying more primitive bodily needs for 
relief. [19] On retrospect, it can be seen that to some extent this 
limitation of meaning was a consequence of the unformulated under- 
tones carried by the mechanistic implications of the word ‘drive’. 
A ‘drive’ tends to be thought of as an impulse of limited character 
travelling in a predetermined direction towards a somewhat narrowly 
defined objective (the driving belt of an engine, the ‘drive’ of a golf 
ball, and the like). The word is therefore most suitably applied to the 
more individual and physical human promptings; and its use comes 
most happily to those who deliberately confine their observations to 
that which can be inferred from externally observed reactions — 
eating, drinking, resting, sleeping, mating, and the like. 

It was probably on account of this limited-connotation that there 
came almost unawares into the vocabulary in which motivation was 
discussed an alternative to the word ‘drive’, in the form of a new 
word ‘need’. This was used by certain writers almost interchangeably 
with the words ‘drive’ or ‘primary motivation’;[20] but its most 
characteristic contribution can now be seen to lie in its admission of 
the coexistence of the social and the individual aspects of man’s 
nature, Because of this it has proved attractive not only to theorists 
in the field of learning but (with a slightly different interpretation) 
to social psychologists and to workers in Child Guidance Clinics.[21] 


Needs - physiological and psychological ` 
The word ‘need’ carries implications of a certain mutuality of refer- 
ence. It is commonly used in circumstances in which there is assumed 


to be both an object or organism with certain requirements and an 


environment or a society which can contribute to the satisfying of 
these requirements. It is therefore peculiarly suited to the description 
of the motivational functioning of human beings in their relation- 
ships with other members of human groups. 

The theory of psychological needs thus fills the gap left by 
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criticisms of the word ‘instinct’ and by some realization of the 
inadequate connotations of the word ‘drive’. It makes no claims for 
universality and identity in the means taken by human beings to 
secure satisfaction. It does not unduly focus attention upon the 
inheritance of hypothetical animal instincts (with the inference that 
the growth of personality is the unfolding of a biologically pre- 
determined pattern). It does not lend support to the alternative view 
that behaviour is completely determined by an environmental 
establishment of habits. It is, however, significant in that it permits 
recognition of the fundamentally social nature of human experience. 
The formulation of a list of needs suggests that their satisfaction may 
be looked for within the range of ordinary living. The recognition 
of unsatisfied needs makes more definite the formulation of action 
which may be taken to help human beings in distress. 

This interpretation in terms of needs, it is to be noted, is an 
interpretation of human behaviour at a level of which human beings 
are unaware. It is more profound than that offered by theories such 
as psycho-analysis or McDougall’s dynamic psychology, since it 
takes account not merely of individual attributes but of the essential 
inter-relationships of human beings with one another. For reasons 
such as these the concept has proved more fruitful and more encour- 
aging to educational endeavour than earlier interpretations in terms 
of the expressing of instincts, the fixing of habits, the training of 
faculties, or the disciplining of the will, 

The word is admittedly unsatisfactory because of the temptation 
it offers to loose thinking. Correctives to this can be found only in 
its limitation in this context to those psychological requirements 


which are common to all human beings by virtue of their humanity. 
The most significant of these appear to be: 


the receiving of appreciation or affection, 
(experiences of being beloved) 

the sharing in Co-operative endeavour, 
(opportunities 


insight, and the exposure to suitable tuitio. 
other educational experiences (see Figure I). 


The concept is admittedly a hypothesis — 
observable data. Its 
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Approval 


Admiration (a) Received EE (a) by individuals 
A iati < 
2t 9^ | wb) Given i cad (b) by groups 
Loyalty. 
Responsible Commitment to a cause. ~~~ 
contributing. Sense of 
Participation Security 
Experience of success, Sense of Adequacy. 
Adventure. Awareness of Growth: 
Exposure to 
educative 
influences 
Some measure of Philosophy of Life. 


Awareness of 


understanding. 
religious experience. 


Insight. 


Figure I. Chart illustrating forms of expression and experiences 
associated with psychological needs. 


merely through an appraisal of the assumptions as to human function- 
ing which its acceptance or rejection can be seen to involve, but in 
terms of the evidence which it attempts to subsume. To the latter — 
the objective findings which can be cited in its support - some 


consideration may now be given.[22] 


Evidence from case-histories 

Much relevant material is to be found in psycho-analytic records in 
which the word ‘need’ occurs only incidentally. Powdermaker, Levis, 
and Touraine, for example, writing in 1937, noted that among 
delinquent adolescent girls those most resistant to treatment appeared 
to be those who had been unwanted or rejected in early childhood. 
They had had no opportunities for forming libidinal relationships; 
and in later years they showed little or no capacity to make emotional 
attachments (‘transferences’) either to persons or to groups. They 
could therefore not be reached by those who tried to help them. 
Their development had been thwarted by lack of satisfaction of the 
need to give and to receive tenderness (to use Suttie’s phrase of 
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contemporary date); and this deprivation had been followed by an 
exaggerated emphasis on substitute satisfactions — the lust for 
power, for pleasure or for possessions.[23] 

Similar findings were reported by Bowlby some years later in a 
discussion of forty-four juvenile thieves referred to a Child Guidance 
Clinic. These, when compared with a control group of like number, 
age and sex, showed a greater proportion of ‘affectionless’ children 
(fourteen as against none) along with a greater proportion of children 
separated for six months or more from their mother or foster- 
mother during their first five years (seventeen as against two). The 
degree of overlap between an absence of emotional response and 
delinquency, and a history of separation and disturbed mother-child 
relationships was again suggestive of the reality of the need for 
continued contact with human beings who were believed to be 
loving and appreciative.[24] Comparable weaknesses in develop- 
ment have been recorded in case-histories of children who have had 
excessive experience of reputed inadequacy or obvious failure [25] 
and children who have been denied the opportunity of contributing 
at the level of their ability — the Over-protected, the under-exercised, 
the unduly-sheltered. [26] While deprivation of affection appears to 
lead to anxiety and inability to make contact with others, the denial 
of the opportunity of making an adequate contribution tends to be 
followed by irresponsibility and rebellion.[27] 

These findings are admittedly descriptive and anecdotal rather 
than experimental; but their accumulation over recent decades lends 
impressive support to an emphasis on the significance of the social 
rather than the biological origin of much human behaviour. While 
the childhood memories of adolescents or adults who are recogniz- 
ably psychotic, promiscuous or Over-prejudiced may carry a certain 
measure of distortion related to their present condition, the nature of 
their fantasies has in many case-studies been shown to be related to 
recorded interruptions in the stability of their personal experiences 
of co-operative living in an atmosphere of acceptance.[28] 
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room group. A similar longing for recognition, new experience, 
security, and response was noted in the late 1910s by Thomas in a 
study of the wishes of groups of young prostitutes whose delin- 
quencies he dared to explain not in terms of perverted personal 
characteristics — physical or psychological - but as a sequel to the 
failure of society to make their adjustment possible through the 
satisfaction of their basic human requirements.[29] At the time this 
was a surprising formulation. Down the decades it has, in one 
wording or another, become a commonplace in the interpretation of 
delinquency.[30] Down the decades also evidence has come of a 
pervasive human yearning both for appreciation and for what has in 
recent years been described as participation (to use Allport’s word) or 
co-operative activity (in the phrase favoured by Mayo)[31]. Mother 
andchild from the earliest days need to give and receive in the partner- 
ship of the ‘nursing couple’.[32] Even the most unsuccessful parents 
confess to longings for co-operation in the family,[33] and boys and 
girls not only desire co-operation with their teachers [34] but reach 
out perpetually towards co-operation with one another.[35] Find- 
ings such as these are supported by studies of the unsatisfactory 
personal and intellectual development of children who for longer or 
shorter periods have experienced emotional deprivation in institu- 
tions, as refugees under evacuation or in hospitals,[36] and it is 
therefore now generally acknowledged that the need for confident, 
friendly, and co-operative relationships with others is basic to man’s 
nature. Only through the satisfaction of this composite requirement 
both to give and to receive can wholesome human development be 
effected or mental health be established and maintained. 


Long-term studies 

Long-term studies contributory to the same interpretation are to be 
found in the field of emotional and social development, in experi- 
mental variations of classroom or institutional procedures, in records 
of remedial treatment in the field of child guidance, and in inquiries 
into the development of morale in the forces and in industry. Fromall 
Of these it seems justifiable to draw the same conclusions. Adolescents 
under observation in the Californian Adolescent Study reacted 
favourably to opportunities to contribute in a responsible fashion to 
the welfare of their groups; and they blossomed physically as well as 
Socially under appreciation from adults and contemporaries. [37] An 
increase in the stability and the FP i of personal contacts was 
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followed by improved emotional and intellectual development in 
children in institutions and day nurseries.[38] Boys and girls who 
were allowed to learn under democratic procedures in the American 
Eight-Year Study compared favourably both in social and academic 
maturity with their contemporaries who had been handled in more 
formal and dictatorial fashions.[39] Pupils in classrooms where 
friendly associations were encouraged improved in attitudes towards 
learning and held their own in tests of scholastic attainment as 
compared with control groups in whose schooling an emphasis had 
been placed on individual achievement and personal success.[40] 
Morale in civilian life, in industry, and in the forces was highest in 
the case of those who had most opportunity for the satisfaction of 
their need for personal appreciation and understanding as well as 
for an awareness of the significance of the contribution they were 
making to the well-being of a friendly group.[41] 

Further reference will be made in later chapters to the educational 
relevance of these findings. It is sufficient here to note that through 
them there has come a fuller connotation to the concept of psycho- 
logical need and its expansion from the somewhat individualistic 
concern of the psycho-analysts with the maternal-care received bythe 
infant in the first few months or years to an appreciation of the quite 
parallel and contemporary requirement for an opportunity of making 
a contribution — participating as well as receiving — in the day-to-day 
contacts of ordinary human living. In the language of the philos- 
ophers, altruism or co-operativeness can be said to be as pri- 
mary as egotism or self-seeking. In support of this position it is, 
however, now possible to cite not merely philosophic opinion but an 
accumulation of evidence from studies of human beings in a variety 
of situations and at all ages. Psycho-analysts in the study of the life 
histories of pathological patients made an important contribution 
through their emphasis on the relationships of parents and children. 
Too exclusive an attention to what was given to infants in nursing 
weaning, habit-training, and the like and too close a concentration 
on the physical aspects of this treatment (continuity of care by the 
biological parent) tempted them, however, to an undue neglect of 
the modifications in attitude and in behaviour which are effected 
through social influences at every age, and led also to a disregard of 
the active contribution which even little children make to the groups 
of which they form a part. It is reasonable to suppose that every 
experience leaves its traces.[42] Consideration of available evidence 
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from older or more normal human beings suggests, however, that 
the psycho-analytic interpretation was an over-simplification which 
accepted too readily the presuppositions of a hedonistic individualism 
current in Viennese circles in Freud's younger days. In correction of 
this position it is important also to note the accumulating evidence 
from anthropological studies as to the apparently wide range of 
human flexibility in adaptation to very different conditions.[43] Much 
has been made by Bowlby and others of the biological analogy 
of a critical moment in developmental history at which traumatic 
experiences acquire special significance. Recent findings of social 
research with adults as well as with children suggest the desirability 
of caution in the use of this comparison as applied to personal and 
social behaviour. It is possible to trace a series of stages in the 
developmental tasks allotted to human beings, as they mature in any 
given society.[44] There is, however, little observational or experi- 
mental support for the supposition that human beings can not at any 
age be helped by the ordinary agencies of group living (in home and 
school and church) to overcome early calamities and master distress- 
ing present situations. In contrast to the essential pessimism of the 
Freudian interpretation there seems reason to believe that modifi- 
ability rather than fixity is an essential characteristic of human 
development.[45] This is most obviously true in the case of physical 
health, which is admittedly related to variations in the satisfying of 
physical needs (for suitable food, rest, warmth, and the like); but in 
quite comparable fashion healthy mental and personal functioning 
has been shown to depend on the satisfying of the psychological 
requirements of appreciation, participation, and insight. 

Withdrawal of adequate nutrition, shelter, and relaxation at any age 
is followed by physical destruction of greater or lesser degree. Lack 
of the psychological support given by the receiving of admiration, the 
making of a contribution and the attainment of some measure of 
understanding goes far to account for deviations in behaviour which 
would otherwise be incomprehensible. Fry's correction of Bowlby's 
title: Maternal Care and Mental Health, into the more comprehensive 
wording: *Child Care and the Growth of Love'[46] is a pointer to 
the indestructible human faith in the possibility of re-education. It is 
also an asseveration of the equal primacy of the individual and the 
Social and the inescapable interdependence of both. To some recogni- 
tion of this interdependence the concept of basic psychological needs 
Owes its origin and from it much of its usefulness is still derived. 
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IV 


UNDERSTANDING HUMAN 
NATURE: SOCIOMETRY AND 
THE CONCEPT OF THE SELF 


MENTION HAS ALREADY been made of the sensitivity of group 
members to the attitudes and the directives of their leaders. From 
recognition of the significance of such social relationships and aware- 
ness of the contribution made by the satisfaction of primary needs it 
was an easy step to a concern with the subtleties of response conse- 
quent on members' awareness ofthe presence of one another. If human 
beings have been so made that co-operativenessis a primary attribute, 
and if without the emotional satisfaction of appreciation from other 
human beings they neither develop in wholesome fashion from 
infancy nor respond in satisfactory ways to human approaches at 
later ages, it seems reasonable to suppose that what is happening in 
groups is more complicated than the experiences to which attention 
is directed in those discussions which stress the type of social climate 
produced by teachers, leaders or supervisors. The part played by the 
leader or teacher is demonstrably significant. The part played by 
pupils or members is also crucial. Recognition of this has come slowly 
over the last three decades; and its relevance to teaching and learning 
is as yet rarely emphasized. 

The character of a group was known by the philosophers to exer- 
cise an influence on the behaviour of its members; and discretion in 
the choice of one's friends has won commendation from many fathers 
both before and since the days of Polonius. The step was not, how- 
ever, often taken from generalizations as to the influence of bad (or 
good) companions to a belief that a lively concern with the cross- 
currents of friendship is desirable on the part not only of parents 
within families but of teachers, club-leaders or employers in fields 
which are commonly still thought of in purely intellectual, man- 
ipulative or economic terms. 
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Something akin to present awareness of the significance of member- 
ship of friendly groups seems on the surface indicated by a few 
questionnaires issued at the turn of the century by psychologists 
Working within what was then called the Child Study Movement. 
‘What kind of chum do you prefer?[1] “How many friends have you?” 
How many friends would you wish to have?” ‘Whom would you like 
to resemble?’[2] Such questions might have proved the starting-point 
of research into the effect of group contacts on individual members, 
but no such development occurred. Answers were classified. Lists 
Were prepared and filed. Statements were made as to the moral 
qualities admired and the size of group preferred by boys and girls 
at various ages. There the matter ended. No questions were asked as 
to the connexion between the number and nature of a pupil’s friends 
and the actual behaviour of the pupil. Still less was any attempt made 
to use information on friendships as a means to the understanding 
of a classroom situation. 

Clearer formulation of the extent to which human beings are 
Sensitive to the actions and the personalities of their companions 
came in the 1920s from certain writers who had been in more direct 
Contact with boys and girls. Thrasher and Moreno, for example, 
at about the same time directed attention in differing fashions to the 
flow of feeling between members of gangs (in Chicago)[3] and be- 
tween boys and girls at play (in the gardens of Vienna).[4] Thrasher 
Was concerned to describe the mutual interpretation of subtle signs 
by which the purposes of the group are conveyed from one member 
to another. Moreno, from observations of impromptu dramatizing, 
came to believe that emotional responses are more spontaneously 
made when adults or children are permitted to work or play 
together in groups of their own choosing. Both realized something 
et the extent to which children and adolescents are actively engaged 
1n judging one another; and both used this knowledge as a means of 
effecting changes in the behaviour of groups. Thrasher’s work pre- 
Pared the way for the situational and social treatment of delinquency 
{modify ing the meaning of the behaviour ofa gang rather than e. 
Ing individuals from contact with their friends). Moreno succede 
in demonstrating that by encouraging friendly groupings it was 
Possible to improve the morale of displaced adultsin new P 
of pupils in day schools, and of adolescent girls in residentia 
Institutions. d 


Moreno was both a doctor and an actor. 
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psychiatrist to the therapeutic treatment of human beings in distress; 
but he delighted in the study of the evolution and organization of 
groups and his interest turned at an early age from analytic inter- 
views with single patients in consulting rooms to group methods of 
therapy through what he later called psychodrama (creating, acting 
out, and sharing with others the spontaneous drama of a personal 
problem) and sociodrama (the acting out by a group of their prob- 
lems in role playing, inter-group relations, and beliefs collectively 
held).[5] This aspect of his work makes him one of the founders of 
the group psychotherapy which reached widespread notice in the 
1940s[6] (see Chapter XVIII below). More directly relevant to the 
situation of the pupil in the classroom was his development of 
'sociometry' -a method of discovering, describing, and evaluating 
the relations of members to one another within a group. This was 
attempted by what, on retrospect, seems a very simple device. He 
asked each member to write in order of preference the names of a 
specified number of persons with whom he would wish to be asso- 
ciated in a certain situation — sitting at meals, working in a laundry, 
sharing living quarters and the like. (To this could be added the 
names of any whom the writer particularly desired to avoid.) From 
the information so obtained Moreno claimed that it was possible 
to make quantitative recordings of the social currents within groups, 
the extent of acceptance or rejection, and the relative leadersbip 
status of members. Groups so analysed could then be studied for 
scientific purposes by those interested in the dynamics of group struc- 
ture: and in the light of the same data opportunities could also be 
provided for changes in the pattern of interaction between one 
person and another. Classification by friendship thus became one of 


the means open to therapists and to teachers in the educative treat- 
ment of groups.[7] 


Sociometric techniques 


Sociometric techniques are not to be used lightly. They are in 
essence very different from the somewhat detached and impersonal 
questionnaires characteristic of the Child Study Movement and its 
successors in the field of mental measurement. In origin they belong 
to the very real and somewhat desperate situation of Moreno as the 
doctor at Mittendorf, who contributed to the development of a 
co-operative community out of some ten thousand refugees by 
avoiding the separation of friends and encouraging some choice in 
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the matter ildi Ge 
cerned in ne poenis A similar urgency and reality may be dis- 
introduced into pueda cua in which sociometric questions were 
Schools some years eas in prisons, reformatories, and public day 
preferences Joda b ater.[8] It was again essential that genuine 
should be taken in e expressed; and it was important that action 
in the equally Seen to the wishes indicated. In similar fashion, 
it is de cuml, i oii setting of ordinary classroom relationships 
adapting classroo eachers to keep faith with their pupils both by 
taken of the de m conditions in such a way that some account is 
any informatio € formulated. and by regarding as confidential 
that pupils will ve) ich they obtain. Only if this is done is it probable 
statements can d i genuine choices; and only in response to sincere 
since Moreno P pils be given the help they require. In the decades 
have been tried eg expounded sociometric techniques his methods 
dant evidence i oth with adults and children in many lands. Abun- 
in ihalttmesit veto available as to the improvement in attitude and 
metric proceduri ich follows from the satisfaction which the socio- 
and approval mt gives to the pervasive human need for affection 
the varying "e 1 Equally significant is the insight it provides into 
Pm els of friendliness among members of any group. 
date made th o the study of these relationships Moreno at an early 
reminiscent ^ x pim that they could bec s 
Metrist’s Miele geographer's mapping of a region or the geo- 
Sociogram* is ges of an argument. In Figure II below such 3 
Pupils to wh SHOW: for the recorded first choices of a group of 
for two diff om an invitation had been given to choose companions 
erent pursuits. Arrows indicate the direction of choices; 


and : 
groupings show the general pat 


tern of inter-relationships. 


Criterion I Criterion Il 


Figur 
igure IT. Chart showing choice of companions for two 
different pursuits. 
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Observation of these preferences shows certain differences among 
pupils. Some are stars (with many choices directed towards them). 
Some are isolates rejecting all or perhaps rejected by all. Some form 
members of chains — A choosing B, B choosing C, and C choosing D. 
Some are linked in pairs by mutual preferences. The exact pattern 
of cohesiveness within a group may change for different purposes 
and at different times,[10] but only rarely is information as to its 
subtleties available to teachers through ordinary teaching contacts. 
One of the benefits conferred by the use of sociometric questions has 
therefore been the vividness of the reminder they give of the dis- 
criminative interest shown by pupils in their assessment, both of 
the degree of their kinship to other members of their groups and of 
the values (consolation, comfort or assistance) to be obtained from 
contacts with selected individuals. 


Guess-Who? techniques 


Another way of discovering what Pupils think of one another was 
provided by the Guess-Who? Test suggested by May in the Character- 
Education Enquiry and elaborated by Tryon in the c 
Adolescent Study.[11] It consists of presenting to pupils a series 0 

more or less detailed descriptions of boys and girls — accompanied 
by instructions to the effect that they are to write the name of the 
pupil to whom the description most aptly refers. 


"Someone who is Shy; who does not like being watched." 


"Someone who takes life easily and calmly; who does not worry 
and get upset.’ 


‘Someone with a lot of friends.’ 

‘Someone who is very upset when scolded or blamed.[12] 

Questions of this sort can be 
games with 
fulness, lik 


Discriminative dramatizing 
Another procedure is tha 
In this an outline of a play 
which of their fellows wo 


t used by Butler and by Higginbotham. 
was given and pupils were asked to suggest 
uld best fit into each part. 
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FINISH THE PLAY 
A game for people with imagination 


On the next i 
kalte fullest page you will find the story of a play which is not 
I i 
Zo E you to fill in some spaces on t 
Jo eden think the story might finish. 
sig ik ah is yon will have to consider what sort of people the 
NUT out'and how they would behave. 
play. digne 2 you to imagine that your class is going to act this 
B aims in the class, including yourself, can be chosen to 
Wri 
CA ve on the last sheet the name of the 
Fries deu for each character. Also fill in whom you would 
Eti decns © producer - the person who takes charge of the play 
Basset si the details of action and dress. No one else in the 
ee your answers, so put down your own personal choices. 


he last sheet which will 


boy or girl who would be 


Ben H ‘Stranded’ 
s Ls deserted seashore of an island in the Indian Ocean. 
TR the stage is an air liner which has just crashed. 
hough badly damaged in the front, the aeroplane has 
not caught fire and the passengers are climbing out.[13] 
estions (like analysis of answers 
ttention to qualities unsuspected 
girls seen from within 
hich is visible to an 


A H 

by Teachers questions) may draw a 

presenta A ; and often the group of boys and 

mink E very different picture from that w 
» however experienced. 


SCH writing 

Dform. 3 

Setting ation of a kind more difficult to analyse 
“My ag d write essays on relevant topics $ 
ese Gen ss’), ‘What I Like about My School’. 

Pupils ree depends again on the precautions ta 
o fu their confidences will not be betrayed; but 

Toom el that groups of pupils known to differ in 

detail r1 ^ E produce composite pictures Ver 


can be obtained by 
uch as ‘My Form’ 
The usefulness of 
ken to convince 
there is reason 
type of class- 
y different in 
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Both essay-writing and direct questioning thus support the 
finding that pupils look in friendly or unfriendly fashion upon one 
another, and that they form definite judgements about one another 
in terms not dissimilar to those used by adults. 


Group members take stock of themselves 


Insight into the complexities of the classroom situation requires, 
however, an awareness not merely of the psychological needs of 
teachers and pupils, and of the attitudes of pupils towards one 
another, but also some understanding of the part played by pupils’ 
views about themselves. 


“What sort of person am I? 

‘How do I compare with others? 
"What do other people think I am like? 
‘What do I wish to be like? 


Recognition of the significance of such issues appears to have had 
three sources: the infiltration. into psychological discussions of 
sociological concepts such as status and role; the interpretation of 
human motivation in terms of needs; and a developing sensitivity to 
the content of conscious thinking in various fields (see Table II). 


Self-reference as to status and role 


An emphasis on external observation — on 'evidence' rather than on 
‘theory’ — had been part of the psychologists" programme when in 
the late nineteenth century they made clear the respects in which 
psychology as a science differed from philosophy. 

Philosophers down the ages had discussed the self and the not- 
self, the self as known and the self as knower[15]; and, in protest, 
most psychologists had deliberately repudiated the use of these 
phrases. Mention of the concepts may still be traced in relatively 
early writings such as those of Titchener, of William James, and of 
Stout;[16] but by the turn of the century it was with apologies that 
any reference was made to the knower; and McDougall in 1908, like 
William James in 1890, deliberately deflected attention to the empi- 
rical self-the sum-total of all that man can call his own.[17] 
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TABLE II 
Contributory Strands in the Recognition of Self-reference 


; Ego-psychology 
E a Psychological Needs and fe 
Self-reference as to Status the Development of the (hou Sunes) 


and Role 5 
Self-Picture Conscious Thinking 


William James: the Rogers and Axline: A. Freud: mental 
empirical self. 1890 self-reference in mechanisms and 
| therapy. 1942. 1947 the Ego. 1937 
Shand: the self-regarding | Allport: psychometric | Kris: the psychic 
sentiment and outgoing | study of opinions as surface. 1951 
tenderness. 1896 to oneself. 1928 
McDougall: self-display | Rogers: self-acceptance | Sutherland: a 
and self-abasement. in remedial treatment. | modified 
1908 1948 Freudianism. 
1953 
Genetic psychology and | Jersild: the concept of | Allport: conscious 
the vocabulary of self-| the self and child thinking, 1953 
awareness. 1930s and development. 1954 
1940s 
Sherif: self-reference and 
ego-involvement. 1936 
Snygg and Combs: the 
preservation and 
enhancement of the 
phenomenal self. 1949 
Allport: participation. 
1945 


sentiment of self-regard’, acquired in the experience of the individual 


by constant interplay between self and society. ` 

This use of the word ‘sentiment’ is of some importance. It had 
been introduced by Shand in 1896 and elaborated by Stout a few years 
| later in connexion with growth in awareness of a distinction between 
the self and the not-self (the child himself and the world of things 
and people).[18] Shand had emphasized the complexity of the 
combination of the principle of self-love (the self-regarding sentiment) 
and the system of parental love or outgoing tendergsss toni 
| Others (of self-respect and respect for others). McDouga , on the 
Contrary, was concerned to show some continuity in development 
from the primary instinctive dispositions that man has in pine 
With the animals to the highest types of human will and character, 
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Thus, while stressing the primacy of the self-regarding sentiment, he 
interpreted its growth in terms of self-centredness and concern with 
personal status - with the twin instincts of self-display or self- 
assertion (whose affective aspect he called the emotion of positive 
self-feeling) and self-abasement or submissiveness (with negative 
self-feeling as its associated emotion). 

McDougall’s book was published in 1908; and at the time little 
attention appears to have been paid to his sections on the formation 
of sentiments. Contemporary interest still centred on the mechanics 
of associative learning and the implications of the theory of evolution. 
Behaviourists and other workers in the field of general psychology 
found common ground in continued concentration on the study of 
the obvious responses discernible in a controlled situation. Psycho- 
analysts discouraged any expression of concern with the significance 
of one’s thoughts about oneself and emphasized the potency of 
conflicting instinctual forces at a level of which human beings were, 
by definition, unaware. Both behaviourists and psycho-analysts thus 
united in a neglect of the self as known (the self in the sense of some- 
thing known) while the self as knower (the self in the sense of some- 
thing which knows) functioned only as the receiver of stimuli from 
the external world. (In this limited sense it continued to have a 
certain technical standing through the use by English-speaking 
psycho-analysts of the Latin word ‘ego’ — ‘T -in the trilogy which 
they had translated as id, ego, and super-ego. Scanty attention was 
however given to its content.) 

Meanwhile, in the fields of genetic psychology, experimental 
psychology, and social psychology, evidence was accumulating which, 
after a silence of about thirty years, contributed to an extension of 
psychological insight through an emphasis upon the ubiquity of self- 
reference in the forming of personal and social attitudes, 


Genetic psychology and self-awareness 


Studies of the vocabulary of infants in the eighteenth and nineteenth 
centuries had included some records of the use of the personal pro- 
nouns: ‘mine’, ‘me’, ‘I’, ‘we’, and ‘our’; but no particular significance 
had been attached to their occurrence. Binet at the turn of the 
century had experimented with structured interviews designed to 
uncover the growth of vocabulary and possible differences in mental 
functioning; and his work had been continued by Piaget some decades 
later. It was not, however, until the 1930s that Piaget’s use of the 
52 


SOCIOMETRY AND THE CONCEPT OF THE SELF 


word ‘egocentric’ (to describe children's responses to certain ques- 
tions) provoked a lively controversy in which Isaacs, McCarthy, 
and others challenged the nature of his sampling, and exposed the 
inadequacies of his experimental design.[19] The episode is of interest 
as a possible milestone on the return to an appreciation of the extent 
to which human beings at all ages think in terms involving reference 
to themselves. 

A similar revival of sensitivity to self-awareness may be detected 
in the same decade in certain studies in the social psychology of 
adolescence.[20] Older boys and girls are admittedly concerned about 
the winning of a place in the adult world. They are uncertain of their 
status (the degree to which their worth is recognized) and they are 
unsure of the role which they are to play (the contribution which 
society asks them to make). It is therefore not surprising that long- 
term investigations in this field made a notable contribution to the 
collection of material [21] from which at a later date illustrative 
episodes could be extracted in support of the thesis that in the learn- 
ing of social attitudes there is continual dependence on all related 
experience both present and past; and that this total ‘frame of 
reference’ has a certain resistance to change which can best be under- 
stood as attributable to the ‘universal human tendency to maintain 
and enhance the established constellation of attitudes which con- 


stitutes the ego or the self". 


Experimental psychology and ego-involvement 

In the early exposition of this interpretation the work of Sherif was 
outstanding. Writing on the Psychology of Social Norms and (with 
Cantril) on the Psychology of Ego-Involvements he marshalled 
evidence in illustration of the contribution made by self-reference to 
Perception as well as to the developing awareness of status which 
Occurs in social maturing.[22] Even in superficially impersonal 
experiences such as autokinesis (the apparent movement of a station- 
ary spot of light observed in a completely dark room) perception is 
judgemental and selective — affected both by suggestion from others 
and by reference to previously established individual standards. This 
Notion of a persisting frame of reference may be traced in earlier 
studies such as those of Henri on the localization of skin stimulation 
(1897), of Wertheimer on alterations in the visual field seen in a 
Slanting mirror (1925), of Duncker on frames in induced movement 
(1929), of Bartlett on the iius of established schemata on 
5 


TEACHING: A PSYCHOLOGICAL ANALYSIS 


recollection (1932), and of Luchins on modifications in the perception 
of complex drawings (1945). The special contribution of the 1940s 
lay in the connecting of this admission of 'ego-involvement with 
contemporary interpretations in terms of human needs. As looked at 
from the outside, human beings appear to have been so made that 
they need appreciation and the chance to participate. As seen from 
within they are (in Sherif's phrase) striving to anchor themselves 
through attitudes towards objects or persons which satisfy their 
basic need for belongingness as an acceptable member of a group. 

Itis to be noted that this emphasis on the crucial significance of the 
‘preservation and enhancement of the phenomenal self? (the self of 
which the human being is aware) as presented by Sherif and Cantril 
and expounded later by Snygg and Combs [23] was, like McDougall’s 
discussion of the self-regarding sentiment, suggestive of a concern 
with status rather than with role. It permitted a preoccupation with 
the standing of an individual in relation to other persons — to the 
neglect of the contribution which the individual may make to the 
co-operative activities of a group. To this extent the interpretation 
of this group of workers was, like McDougall's, still under the 
influence of the one-sided viewpoint of earlier individualistic studies. 
It tended to emphasize getting rather than giving - prestige rather 
than service.[24] 


Social psychology and personal participation 


A corrective to this was meantime being offered in the general field 
of social psychology both through explicit formulation of the signifi- 
cance of the human need for participation and through emphasis on 
the bio-social origins of human personality.[25] Allport, writing in 
1943, had surveyed the uses of the word ‘ego’ in contemporary 
psychology and had expanded his earlier discussion of the specificicy 
of personal traits with observations on the increase in consistency of 
reaction consequent on ‘self-involvement’. Where status or reputation 
is in question there tends, for example, to be sufficient regularity of 
response to justify a description of personality in terms of general 
traits. Where the ‘ego’ is not involved inconsistency of behaviour is 
often shown. In a later discussion of participation he gave an even 
clearer exposition of the relevance of personal participation both 
to the maintenance of mental health and to the preservation of morale 
in industry and in the armed forces. 
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The concept of the self as participator as well as protagonist may 
be discerned also in Murphy's approach to the understanding of 
personality with its suggestion that a sense of group identification 
may be a more powerful source of motivation than competitive 
self-assertion. This is reminiscent of earlier discussicns of ‘belonging- 
ness’ offered by clinical psychologists, by industrial psychologists, 
and by anthropologists. It carries echoes of Suttie’s emphasis on 
the equal primacy of giving and receiving; and it serves as a psycho- 
logical counterpart to the admission of the complexity of human 
nature inherent in the sociologists’ concern with ‘role’ as well as 
with ‘status’ — with the desire for ‘service’ as concomitant to the 


longing for ‘prestige’. 


P Sychological needs and the development of the self-picture 


Developments in the clinical field may next be reviewed — along with 
the contribution of psychometrics and other educational studies to 
the fuller understanding of the self-picture. : 

Early in the twentieth century Adler had formulated certain of the 
personal consequences of self-despising. Two decades later Wickman 
had deprecated neglect of undue shyness and withdrawal and Fromm 
had faced the consequences of the experience of loneliness. Plant 
in the late 1930s had pleaded for the twin requirements ofa sense of 
adequacy and a sense of acceptability; and Moodie had emphasized 
the importance of early and effective conquest of the skills which 
admit a child to full membership of the human group. [26] The 
Televance of all this to education had been illustrated by significant 
Studies of successful and unsuccessful students at Sarah Lawrence 


College.[27] 


The importance of such issues to the understanding of children 


and adults in distress had thus been admitted in general terms; but 
Until the 1940s descriptions of procedures and reactions both e e 
educational and in the clinical field had remained almost entirely a 
the level of general statements coupled with the personal Deeds 
Of the therapist or the teacher as external observers. In Dee e 
a notable step was taken by Rogers and by Axline through the p 


i ts of patients 
i al words and movements ©! 
eebe min ation. From analysis of these 


and of therapists in the therapeutic situ ount of articulate 
ere came the first clear recognition of the am 
beings.[28] 


Selfreference in the thinking of human 
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Can I do it? Am I adequate? 
Do they like me? Am I acceptable? 
What is it all about? Do I understand it? 


The importance for therapy of this concern with the self was next 
established by Axline, Rogers, and other clinicians through the 
demonstration of observable changes in the content of the self- 
picture as recorded in statements made by patients before and after 
therapy.[29] 

Records of remedial work among backward pupils hold similar 
findings.[30] Contact with one adult who contrives to change the 
self-picture of a child's inadequacy may be followed by the first step 
towards success. ‘Of course you can.’ ‘She thinks I can.’ "Perhaps I 
can.’ And — last, and triumphantly — ‘I can.’[31] The content of the 
picture of the self is definitive for conduct; and the ultimate test for 


education and for therapy lies in the modifications they effect in the 
personal attitudes of pupils or patients. 


Psychometrics and educational inquiries 


Not dissimilar findings may be discerned in research studies in the 
field of personality. Psychometry in its beginnings had been directed 
to the measurement of abilities; but in the middle twenties it expanded 
to include the assessment of all discernible psychological qualities. 
Attributes such as security, confidence, submissiveness, and domin- 
ance came within its purview. [32] Testing as well as rating of personal 
traits was attempted; and inquiries were undertaken into values, 
preferences, interests, and attitudes. 

Included among these were references to the opinions held by 
Subjects about themselves. Bernreuter’s neurotic inventory, Allport 
and Vernon’s study of values, Allport’s test of ascendance and sub- 
mission, Davis’ inquiries into confidence, and Forrester’s study of the 
attitudes of adolescents toward their own development — all of these 
contained phrases relevant to the recognition of the self-picture.[33] 
In the interpretation of psychometric studies the insight obtained was 
not, however, Specifically related to the content of conscious thinking. 
It remained as a background of research evidence concomitant with, 
but somewhat distinct from, the observational and more personal 
records accumulating through long-term studies of children and 
adolescents, through experiments with Social climates and through 
analysis of the process of therapy. 
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Ego-psychology and the psychic surface 
Së ege different fashion there may also be noted an infiltration 
et Gah o-analytic discussions of greater concern with the content 
we ego. Much of this is attributable to Anna Freud's affirmation 
E ca iir of personal integration and her interpretation of 
i a mechanisms as a means of fostering the growth of a strong 
oo. defending a ‘weak’ one from assault.[34] Like many other 
rkers in the late 1930s she had been prepared to admit the im- 
ee a sense of security;[35] and confirmatory evidence of the 
S sirability of this had been provided in the early 1940s through work 
x residential nurseries for war-orphans and air-raid victims.[36] 
She is my very own nurse — if not my mother’, ‘She loves me.’ Tam 
yny of love.’ And so on. Some acknowledgement of the articulate 
pP of such thoughtsis made in recentstudies in ‘ego-psychology’, 
i i mind thinkers such as Kris have not hesitated to attribute 
E € "psychic surface? much that would not have been conceded by 
reud himself.[37] 


The usefulness of this psycho-analytic 
Somewhat reduced by its retention of Freudian stereotypes as to adult 


roles and by its tendency to think in terms of a hypothetical ‘real 
ego’ the ‘self-expression’ of which requires to be safeguarded against 
Its contribution is also ren- 


the assaults of civilisation and society. 

dered less effective by its over-facile generalizations as to the content 
of mental mechanisms — rationalization (the unconscious replacement 
of actual motives by others which are more acceptable), super-ego 
formation (the internalizing of social demands), sublimation (the 
directing of impulses towards goals which are likely to meet with 
Social approval or indifference), and transference (the reproduction 
in a new situation of attitudes acquired in an earlier relationship). 
These can now more usefully be described as the means by which 
human beings maintain continuity in their picture of themselves. 


interpretation is, however, 


This is what I am like. Rationalization. 

This is what others thought of me and how they behaved towards 
me. They will do the same now. Transference. 

This is what I do. Super-ego formation. 1 

This I ought to be and to do. Development of an ego-ideal. 

This is what others would like me to do. Sublimation. 

idence from genetic psychology, 


Through this accumulation of ev: 
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from experimental and social psychology, from clinical psychology, 
and from psychometrics it is now possible to examine in detail the 
pictures which human beings form of themselves (the 'self-picture"), 
the pictures which they believe are held by others (the ‘looking-glass 
self” of Cooley or the ‘other-self’ of modern writers) and the picture 
of the ‘ideal-self’ to which they desire to approximate. [38] 

In the development of these concepts individuals are at all times 
limited by their frames of reference — the totality of functionally 
related factors (past and present) which operate momentarily to 
determine perception, judgement, and attitude. The perceived or 
conceptualized self may be only part of the total personality as seen 
by others. The picture of the ‘other-self” may be distorted; and the 
'ideal self* may bear no relationship to attainable conduct. There is 
in these discrepancies a perpetual reminder of the extent to which 
human beings function in fashions of which they themselves are 
unaware. Concern with the content of conscious thought is thus 
supplementary to recognition of the basic psychological needs. 

From the 1890s to the 1940s it was so generally considered that 
action was motivated by forces of which an individual can have no 
personal understanding that attention was directed away from in- 
quiries into the potency of the thoughts of human beings about 
themselves. Ambitions, ideals, fears, and deliberate intentions were 
regarded as belonging to an out-moded introspectionism; and it 
was assumed that no statement should be taken at its face value. 
In the light of recent recognition that perception, cognition, and 
attitude have a measure of self-reference which contributes to 
personal continuity and consistency, psychological interpretation 
has now passed beyond both the dynamics of psycho-biological 
Structure and the equally one-sided viewpoint of an emphasis on 
the primacy of Society. Human beings are both social and individual. 
Through recognition of their unconscious needs for participation, 
appreciation, and insight and through observation of the establish- 
ment of self-concepts it is becoming more possible to understand 


their reactions, the structure of their Personality, and the content of 
their behaviour in differing situations.[39] 


Relevance to psychiatry 


Interpretations along these lines h; 
Practice of many Psychiat. 
variety of forms of group t 


i ave in recent years transformed the 
zsts. They are Obviously relevant to a 


reatment but they are implicit also in the 
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development of individual therapy of a client-centred or non-directive 
type. Very apposite here is, for example, the account given by Rogers 
of his own progression from exclusive concern with the influence of 
companions and the emotional climate of family or school to a realiza- 
tion of the part played by self-acceptance. [40] Analysis of follow- 
up studies of seventy-five delinquents in 1941 had seemed to indicate 
that those most susceptible to treatment were those who showed the 
highest measure of insight into their own attitudes and their own 
situation. This at the time seemed incredible; and its publication was 
not considered until it had been confirmed by a second series of 
seventy-six delinquents in 1944. By 1948 it was merely illustrative of 
a view for which evidence was accumulating from many sources. 

Within the group who still describe themselves as psycho-analysts 
quite comparable changes in emphasis are occurring. In 1956 — one 
hundred years after the birth of Freud - special memorial volumes 
in his honour were published in many countries. These paid suitable 
tribute to the significance and the originality of his contribution; 
but more remarkable than the enthusiasm of the writers was the 
frequency with which they added comments which carried them 
beyond the interpretation which had been acceptable to Freud him- 
self even in his latest books. A concern with transference rather than 
With instincts. Preoccupation with the ‘ego’ rather than the ‘id’ - 
the psychic surface as distinct from the ‘depths’ of the unconscious. 
A turning to the ‘here and now’ and the relations of a human being 
to various ‘objects’ in place of former concentration on the remote 
Past and the complex states associated with too lively or too feeble a 
Sense of guilt. An emphasis on the need for mother-love and a sense 
Of security in contrast to discussion of the Oedipus complex, of 
hatred, aggressiveness or reparation.[41] In fashions such as these 
attention is turning to social relations rather than to biological factors 
and to the striving for self-actualization in place of the sublimanon 
of life instincts. A new name is urgently needed. The newer theories 
are more than ‘neo-Adlerian’. They are clearly no escam 
PSycho-analytic;[42] and the noun «psycho-therapy ken 9 eee 
connotation of group treatment. Rogers’ proposal ech S al gu, 
centred therapy’ has been countered by the comment that à us 
Pies lie somewhere on a continuum ranging from od mit i 
less obvious concern with the thoughts and feelings of en 2s gon 
and his alternative of ‘non-directive therapy’ meets sae a ur n 
in all forms of treatment there are some ‘limits’ as well as à 8 
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or lesser emphasis on the interpretations offered or accepted bya 
therapist.[43] 


Educational relevance 


Whatever the phrase ultimately used in description of these view- 
points, the significance of the controversy lies in the publicity it gives 
to a more social approach and in the clarity of its recognition of the 
possibility of re-education through changes in the self-concepts held 
by learners. These findings are particularly relevant to the work of 
a teacher; and it is not without significance that some of the most 
interesting of the analyses of the content of the self-picture have come 
from within the field of educational psychology. 

Havighurst and Taba in their studies of adolescent character and 
personality used, for example, the writing of an essay on *The Person 
I would Like to be Like' as part of the basis for classifying boys and 
girls under selected patterns of behaviour described as self-directive, 
adaptive, submissive or defiant.[44] While they did not directly dis- 
cuss the concept of the seif, their material contains suggestive examples 
of self-reference in different situations. 

More definitive for education was the work of Jersild who supple- 
mented earlier inquiries into children's fears by direct search for 
their views about themselves. From the responses made by some 
thousands of pupils to the two subjects: *What I Like About Myself” 
and “What I Dislike About Myself” he found, for example, that at all 
ages from ten to twenty there was concern with personal attributes 
and social relationships, physical characteristics, clothing, home and 
family, recreation and ability in sport and at school.[45] There was 
much evidence of friendly attitudes towards other people and a 
marked tendency to self-disparagement in relation to school experi- 
ence: A willingness to co-operate and a longing to participate were 
prominent in the self-picture displayed, 

, Similar findings have come from the work of Staines. Through 
Interviews and questionnaires he obtained statements comparable 
to those of Jersild; and, by asking Pupils to sort these into piles as 
more or less true of themselves, he found it possible to obtain 
lyses of their attitudes under categories such 
ance, abilities, status, popularity, friendliness, 
UN Re-testing after a three-months’ 
oration i 
Eeer in confidence and certainty among 


eatment which tended to reduce their status 
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in their own eyes and in those of their peers. The content of the self- 
picture did not vary consistently with groups of differing ages. For 
all it was a matter of genuine interest and concern. 

From Staines’ interviewing, questionnaires, and self-ratings there 
comes also an impressive reminder of the urgency of children’s need 
both for personal acceptance (with the complementary fear of rejec- 
tion) and for personal adequacy or participation (with its comple- 
mentary dread of failure). Similar conclusions may be drawn from 
an inquiry reported by del Solar in New York.[47] In this an analysis 
of interviews and questionnaires addressed to parents, teachers, and 
pupils showed that, in the sample of families examined, the children 
were even more convinced than the parents that acceptability would 


y of performance. The parents admitted that 


follow upon adequac 
they valued highly a pleasing personality and favourable relationships 


with other people. The teachers seemed to take more account of the 
presence or absence of ambition and enthusiasm. The children were 
quite sure that what mattered was that they should learn their 
lessons, make less noise, and ‘mind’ more readily. 

Conquest of subject matter and success or failure in school have 
always been matters of concern to teachers. Teachers are, however, 
often tempted to forget that boys and girls at every age are not only 
capable of looking with discerning eyes at one another but that, in 
a language of their own which may not be quite that of the teacher, 
they are examining themselves in terms quite relevant to the basic 
psychological needs whose satisfaction they require. J 

The fashions in which such self-perception 1s contributory to 
development may best be considered after a survey of the course 
taken in recent decades both by the scientific study of learning and 
by the experimental investigation of perceptual processes in general. 
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PART III 


THE TEACHER AS A 
PROMOTER OF LEARNING 


| 


V 
EXPERIMENTS IN LEARNING: 


ASSOCIATION THEORY 
AND FIELD-THEORY 
MEME rra i. 


THIS CHAPTER, LIKE Chapter II above, fulfils some of the functions 
of a glossary. Its essence is given in Tables III and IV which offer in 
abbreviated form a reminder of the origins of certain phrases whose 
echoes still linger in market-place and home.[1] Many of these are 
in the tradition of the experimental studies of the 1890s; and they 
owe much to the philosophy and the natural sciences of the nine- 
teenth century. Each is linked with a name now famous in the 
history of psychology; but the meaning of each can best be under- 
stood in the light of an awareness ofthe date and the order of its 
appearing. 

An emphasis on rep 
haus) along with succ 
conditioning (Pavlov an 


etition and exercise (Thorndike and Ebbing- 
essful trials (Thorndike). A concern with 
d Watson).[2 Modern variants of associa- 
tion by stimulus and response (Guthrie, Carr, and Robinson).[3] 
A. differentiation between responses spontaneously emitted and 
responses elicited (Skinner).[4] The popularizing of the notion of 
Gestalt (Wertheimer)[5] and the development of systematic analysis 
(Clark Hull).[6] Accounts of all of these are readily available and 
require no detailed summarizing here. They have, by their nature, 
little relevance to the behaviour of human beings in schools or homes 
or workshops. Many of them, like earlier work in the field of motiva- 
tion, were individualistic in approach. They were concerned with 
changes in the reactions of single human subjects or animals under 
conditions which had deliberately been simplified and controlled; 
and even in the more open-ended situations of the type described by 
Hobhouse and by Kóhler [7] there was an underestimation of the 
significance of social influences der the act of learning. : 
6 


D 


TABLE III 


Learning Theories Based on Experimentation with Individual 
Subjects in Narrowly Controlled Situations 


Exponents 


Typical Material 


Representative Phrases 


Ebbinghaus 


Memorizing of non- 
sense syllables and 
verses from Don 
Juan 


Retention as a function of 
repetition, time, and order 
of presentation. Oscilla- 
tion of mental receptivity 


Thorndike 


Hungry cat in puzzle 
box. Food outside 


Stimulus and response. 
Trial and error. Laws of 
readiness, exercise, and 
effect. Satisfiers and 
annoyers. Multiple 
responses. Associative 
shifting. Response by 
analogy 


Dogs in solitude. 
Measured saliva- 
tion in presence of 
food and a second 
stimulus 


Conditioned stimulus and 
response. Reinforcement. 
Extinction. Generaliza- 
tion. Conditioned 
discrimination 


Mazes 
Problem-boxes 


Frequency and recency of 
stimulation. Covert 
stimulus-response 
Sequences 


Thorndike 


= 


Chicken in a maze. 
Blindfold drawing. 
Learning new words 


After-effects of reward. 
Belongingness. Polarity. 
The spread of effect 


Guthrie 


Cat escaping from 
cage. Photographs 

Analysis of move- 
ments 


Simultaneity of cue and 
response. Conditioning by 
contiguity. Repetitious- 
ness of behaviour. Move- 
ment-produced stimuli. 
Associative inhibition 


Exponents 


TABLE III (continued) 


Typical Material 


Representative Phrases 


Memorizing with 
guidance 


Activities adaptive. 
Responses ideational as 
well as motor. Motivating 
stimuli 


Robinson 


Nonsense syllables 


Instigating items. Instigable 
processes and activities. 
Law of assimilation. 
Retro-active inhibition 


Rote learning. 
Problem solving. 
Motor skills, etc. 


Dimensions of learning - 
types of situations and 
nature of processes 


Skinner 


White rat in dark- 
ened sound-resist- 
ing box. Food 
ejected on pressing 
a lever 


Pigeon, neck 
stretching 


Elicited or respondent 
responses. Emitted or 
operant responses. 
Instrumental or operant 
conditioning (response 
instrumental in producing 
reinforcement) 


Differential reinforcement 
strengthens probability 
of recurrence. Stimulus 
generalization 


Animal’s con- 
ditioned responses. 
Maze-learning. 
Human rote learn- 


ing 


Postulates and theorems. 
Primary (physical) drives 
or needs. Primary rein- 
forcement. Secondary 
(associated) drives. 
Secondary reinforcement. 
Intervening pure stimulus 
act. Fractional anticipa- 
tory goal reaction. Habit- 
family hierarchies. Goal- 
gradients (gradients in the 
effect of reward or re- 
inforcement). Oscillation 
of inhibition. A molar 
approach 
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Much has been made of differences in viewpoint between field- 
theorists and association-theorists; and each distinction in termin- 
ology is admittedly indicative of a special contribution to the fuller 
understanding of the learning process. 


An emphasis on a perceptual pattern already organized in its 
relationships; 

a concern with native structure; 

attention to the immediate apprehension of wholes and the later 
differentiation of parts; 

admission of the relevance of personal experience (awareness or 
idea-like processes). 


These were the challenges offered by Gestalt psychologists and 
field-theorists to the four comparable viewpoints of the association- 
theorists: 


A concern with external stimulation through sensory receptors; 

interest in the influence of environment; 

attention to the summation of elements and their later combining 
into wholes; 


exclusive concentration on observable responses, reactions or 
movements, 


All such comparisons are both relevant and illuminating; and to 
them may be added a Sensitivity in field-theory to the significance of 
the present and the possible occurrence of sudden restructuring of 
the field — of insight (A-ha!) or hind-sight (Is that what it meant?) — 
in contrast to the associationists’ emphasis on the continuity and 
chain-like character of habit-building and their preference for 
machine-like models with stresses and resistances, 


Changes in data language and the design of experiments 


These distinctions are, however, of less significance th 
changes which followed upon modifications in the 1. 
formulating problems and in t 


an the later 
anguage used in 
he type of experiment designed for 
their solution. The associationists had to do with the observation of 


one animal or one human being put into a controlled situation and 

faced with a problem (an object) of a narrowly specified kind. The 

field-theorists worked with situations in which interest centred on the 

collocation of more than one object — sounds, colours or forms in 

juxtaposition, lines or drawings in movement and equipment which 
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TABLE IV 


Learning Theories Based on Experimentation with Individual Subjects 
in more Open-ended Situations with a variety of Objects 


Exponents Typical Material Representative Phrases 


Ehrenfels Transposed Gestalt-qualitat (form-quality) 


melodies 
Katz Colours in [m or pattern 
various 
combinations 


Lines as parts | Perceptual wholes and constit- 
of rectangular | uent parts 
figures 


White figures | Figure and ground. Figural 
on black after-effect 


backgrounds 


Wertheimer Visual illusions | Phi-movement (appearance of 
of movement | pure movement). Perceptual 
pattern, organized in its 
relationships 


Chimpanzees. Insight. Closure. Pragnanz 
Movable boxes} (tendency to move towards 
and poles. significance) 


Bananas 


Electrical cortical fields. Iso- 
morphic (identical in form) 
with perceptual configura- 
tions 


Independent variable (stimulus 
or observable antecedent con- 
dition). Dependent variable 
(response or observable con- 
sequent behaviour). Interven- 
ing variable. Purposive 
behaviour. Choice-point. 
Sign-significate relations. 
Cognitive maps 


Rats 
Maze-learning 
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might be used in a variety of fashions in problem-solving experiments. 
To a greater degree than was realized in the height of their con- 
troversy both were the heirs of the psycho-physical tradition of the 
nineteenth century. They worked with animals at different levels in 
the phylogenetic scale, and they used material of differing degrees of 
complexity; but they accepted a clearly defined distinction between 
stimulation and response, environment and organism, and they both 
encountered the dilemma consequent on the employment of such 
terms. The Gestalt psychologists rejected the basic distinction 
between sensation and perception (and the bundling together of 
sensations in the forming of a percept); but they continued to search 
for a means of co-ordinating perceptual experiences to variables 
in the physical world. They would probably have agreed that one sees 
with one's eyes and one hears with one's ea-* although they were 
prepared to maintain the immediacy of appearances which were in 
known contradiction ` the external stimulations impinging on the 
organs of sense (in ‘illusions’ of pattern, transpositions of melodies 
or blendings of colour). Through their recognition of the significance 
of objects in relation to other objects the Gestalt psychologists did, 
however, prepare the way for a concern with animals or human 
beings in relation to other animals or human beings; and this was 
followed by experimental studies of learning whose content was more 
directly relevant to the teaching situation. 
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VI 


EXPERIMENTS IN LEARNING: 
SOCIAL AND PERSONAL 
DETERMINANTS 


EE 


OBSERVATION OF SINGLE subjects in relation to narrowly defined 
situations had led easily to a variety of interpretations which laid 
stress on the individual, the structural, and contemporary.[1] When, 
however, attention was directed to the total setting, and the same 
Subject was seen to react differently to identical stimuli on different 
Occasions, or to respond in fashions which varied according to the 
presence or absence of an experimenter or of other subjects, and 
when, further, different subjects responded in differing fashions to the 
same stimuli on the same occasion, fuller attention had to be given 
to the possible greater complexity of the ‘variable’ intervening 
between situation and response.[2] Attention was thus deflected 
from ‘mere’ repetition in the learning of skills; and experimental 
support was lent to the probability that cognitive structuring as well 
as sensory stimulation may play a part in learning and that personal 
relationships as well as primary reinforcement through a physical 
satisfaction may make some contribution to the fixing of a habit. 
Illustrative of this in the field of animal studies were certain of the 
later experiments reported by Katz into the effect of differences in 
quantity, in size, and in arrangement of supplies on the feeding of 
hens of known states of lack of food. Their reactions were largely 
independent of their physical condition. The amount eaten increased 
with the amount of grain presented. It increased also with an increase 


in the size of the grain used an 


social relationships (pecking order, 
allowed to feed together. [3] 


d it varied with the number and the 
etc.) between groups of hens 


Social influences upon learning 


Comparable conclusions of a not dissimilar kind were meanwhile 


TI 
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being formulated within the tradition of the work with human 
subjects which had been fostered by Ebbinghaus at the turn of the 
century. 

As early as 1913, Bartlett had noted, at the opening of Myers’ 
experimental psychology laboratory in Cambridge, that visitors 
showed a wide variety of reactions to the exhibits.[4] From this 
observation he was led to an interest in differences in the field of 
memory - not only in their relation to differences in time, in frequency 
and distribution of repetition, and in character of exercise (to use 
the classification offered by Ebbinghaus), but in the nature of memory 
traces and their dependence upon understanding. Successive re- 
productions of schematized drawings passed from one person to 
another and stories told over long intervals showed tendencies 
towards organizing the reproductions into drawings much nearer 
to real life than the originals and towards the structuring of a story 
into a neater and more compactly significant whole. Bartlett inter- 
preted this by saying that human cognitive reactions can be understood 
as efforts after meaning, and that learning is a meaningful form of 
response to a situation which is recognized as leading forward to the 
solution of a problem. This is very far from the version offered at 
about the same date by Robinson, Hull, Guthrie or even by Thorndike 
in his later writings. It has, however, a recognizable affinity to 
Tolman's contemporary suggestions that the organism is not so 
much pushed or pulled along by external or internal stimuli as 
following a path to a goal, looking for signs, building a ‘cognitive 
map’ or learning ‘sign-significate’ relations.[5] 

It is to be noted that Tolman’s choice of phrases is not based on a 
revival of introspection as a preferred procedure. Tolman was still 
writing from the standpoint of a behaviourist, and offered interpreta- 
tions of behaviour as an outsider might observe it. He was, however, 
concerned with what has been called its *molar' aspects — not the 
‘molecular’ processes (neural, muscular or glandular) which may 
underlie it; and his references to the possibility of some sort of 
cognitive structure have been contributory (along with the Gestalt 
emphasis on the interdependence of the total perceptual structure) 
to a series of fresh interpretations which are now transforming the 
theory not only of learning but of the whole field of human mental 
development. 

Awareness of such issues was not a discovery of the 1930s; and 
their discussion is a re-formulation of much which had been implicit 
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in earlier philosophic references to apperceptive masses, prepercep- 
tion, expectancies, predisposing sets and intentions, the psychology 
of testimony, and the like.[6] As revived in recent studies of percep- 
tion this is, however, approached not by way of argument in nine- 
teenth-century fashion but with the support of the techniques 
evolved in quantitative studies in the fields of psycho-physics and 
psycho-physiology. It carries with it also a deliberate collocation of 
the words learning and perception which is in itself indicative of a 
change in viewpoint (see Table V). Philosophers down the ages 
attached a clear distinctiveness to the experiences they described as 
sensation, perception, cognition, affection or emotion, conation or 
will; and they attributed independent action to mental faculties such 


as memory, imagination, attention, judgement or reasoning. One of 


the consequences of the lively experimental investigations of workers 


trained in the methods of the physical sciences has been the recogni- 
tion that such distinctions are not only difficult to draw but may not 


be of primary importance.[7] 


Perception, learning, and purposive action 

The progression to this position may be traced over the same decades 

which saw changes from an individualistic to a social interpretation 

in the case of the intentions, urges or purposes to which appeal was 
he reasons for human beings 


made in the attempt to describe t 
behaving as they do (see Chapters II to IV above). 
f angles. In those aspects of 


It may be considered from a variety o n 
human functioning which are traditionally described as motivated 


there was a movement from an over-emphasis on reason through a 
e to an awareness of patterns in 


concera with biological structur 1 i 
ty to the perpetual interweaving of 


group membership and a sensitivi r ` 
concepts involving self-reference. In the field of learning a quite 
comparable shifting of emphasis came through patient experiment- 


ing and the recording of observations on animal or human subjects 
in learning situations of differing levels of complexity. Closely inter- 
woven with this was the transition in the study of sensation and 
perception from a concentration on the physical or the physiological 
to a recognition of the part played by the perceiver and the relation 
of perception to the total or molar aspects of human behaving. When 
these steps had been taken it became necessary to make mention of 
Perception in discussion of motivation. It became reasonable to 
search for dynamics or purposiveness in the learning process; and it 
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TABLE V 


Learning Theories Based on Experimentation with Subjects in Relation 
to other Subjects 


Exponents Typical Material Representative Phrases 


Katz Hens. Piles of | Configurational and social 
grain influences 


Bartlett Reproduction | Schemata. Active organization 
stories, etc. of past reactions and past 
experience 


Changes in Field forces. Action-wholes. 

human habits | Topological psychology. 
Barriers. Life-space. Level of 
aspiration 


Sherif Point of light in | Autokinesis. Frame of refer- 
a dark room ence, Ego-involvement 


Groups of boys | Properties of group-situations. 
in camp Group-pressures on percep- 


e tion 


Murphy Human subjects | Personal values as directive 
factors. Perception bi-polar 


Bruner and Human subjects | Central directive states. Value- 
Postman resonance of perception. 
Defensiveness and vigilance 
of organism. Confirming or 
infirming of hypotheses. 
Stimulus information. 
Sensory-input. 
Expectancy-patterns 


became impossible to describe perceiving without reference both to 

variations in its content and to its social and personal or attitudinal 

determinants. The various psychological processes — memory, 

imagination, perception, learning, motivation, and the like — thus 
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came to be seen as specialized ways in which an organism reacts to a 
situation. For this reason (as will have been noted in earlier chapters) 
their relevance to the work of a teacher cannot usefully be considered 
in isolation but reference has to be made to researches in each field 
at those points at which their contribution seems most significant. [8] 


Perception as an approach to social psychology 
Mention has for this reason already been made of Sherif’s demon- 
stration that perception (as for example of a stationary point of light 
in a dark room) is the product of the internal and the external factors 
operating at any given time — the totality of these constituting the 
frame of reference whose nature determines both action and judge- 
ment. From this it was a short step to the later realization of the 
extent to which perception is patterned by both personal experience 
and socio-cultural pressures; and on this in turn it has proved possible 
to build what has been described as a phenomenological approach 
to social psychology.[9] This in less technical terms means the 
relevance of things as they appear (as actually apprehended by the 
behaving individuals) not only to the growth of personality but to 
the development of harmony or tensions within groups and between 
groups. Perceptual activity or the self-involvement of attitudes is 
thus seen to be relevant to the whole issue of social maturing in 
wholesome or unwholesome fashions. 
Illustrative of this are certain experimental and observational 
studies of groups by Sherif in the field of social psychology and by 
Redl and Bettelheim in the attempted treatment of delinquency. The 
latter, though formulated in terms which carry echoes of psycho- 
analytic stereotypes, are important as detailed recordings of the say- 
ings and doings of small groups of difficult boys brought together 
in Pioneer Camps and a residential home.[10] The boys were cared 
for by adults who were prepared not only to work towards rehabilita- 
tion but to collect and to publish data on things done and words 
spoken. The task of the counsellors was that of remodelling the 
perceptual frame of children whose earlier experiences had taught 
them to hate and to defy. Their records show sensitivity both to the 
processes by which deliberate group-pressures determine the activities 
of group-members and to the more subtle means by which the 
contagion of an unpremeditated individual action can transform a 
situation which to an outsider may appear to contain no element of 
risk. On this account they make an important contribution to the 
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general study of social behaviour and their findings have an affinity 
with those of writers such as Rogers, Axline, Snygg, and Combs 
whose intellectual predilections are more clearly phenomenological 
and self-referent. Someone threw a plate. The refectory became a 
shambles. Under happier circumstances it might have been: Some- 
one threw a pillow. The dormitory had a pillow fight. The issue in 
either case is quite relevant to the topic of the fostering of desired 
patterris of living. 

In contrast to this ‘operational’ research (with its record of a 
human situation in progress) is the more recent ‘action’ research 
of Sherif in which he applied experimental design to the study of a 
change deliberately produced in matched groups of boys in a 
holiday camp in an area from which extraneous influences had been 
excluded.[11] The eighteen days of camping were divided into two 
periods in the first of which informal intercourse permitted the 
development of friendships and the emergence of norms of behaviour 
and observable standards and values in the ordinary interactions 
within and between groups. Sociometric tests were then applied; and 
the boys were separated into two teams comparable in other respects 
but so arranged as to split the budding friendships through putting 
each into the team which contained the fewest of his choices. The 
study of spontaneously harmonious groups was thus deliberately 
supplemented by the observation of the development of new groups 
and the study of mounting tension between these new groups. The 
tension was increased not only by the personal removal of boys from 
the first groups to which they had come to relate themselves (their 
‘reference’ groups) but by the encouragement of competition 
between the two new ‘membership’ groups which had been deliber- 
ately formed. The camping quarters were separated. The teams used 
provocative names (the Bull Dogs and the Red Devils). They were 
invited to excel in games and other camping activities and the losing 
group was further frustrated by destructive behaviour which seemed 
to have originated with the more successful team. The tension so 
produced culminated in a fight so fierce that the councillors had to 
intervene and the concluding days of camp were spent in an effort 
to restore some cordiality to inter-group relations. 

The actions of the boys appeared to depend not only on their 
observed individual characteristics prior to camping but also on the 
structural properties of the group situation and their place in it. This 
in turn while more or less stable was not immutable. It varied with 
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changes in the experiences and the purposes of the groups and these 
were influenced by the discriminative judgements or perceptual 
distortions which followed on the delineation of an ‘in-group’ from 
an ‘out-group’ with a self-justifying and self-righteous attitude 
towards the in-group and a graduation from friendly to hostile 
attitude towards members of the out-group. The boys’ ways of 
viewing their companions altered when the deliberately structured 
membership group became in turn the ‘reference’ group whose 
efforts and goals were then accepted as intensely personal. This took 
place at first in fun, with many backward glances at the friendships 
formed in the early days of more informal intercourse. It later 
crystallized into generalized attitudes which were quite tenaciously 
held. ‘He’s a Bull Dog. He’s a cheat.’ ‘He’s a Red Devil. What else 
Could you expect? The boys’ judgements were not merely cognitive 
In character (with their meaning and organization immediately given 
in perception). Still less were they based on the binding together of 
sensation-like elements in the fashion assumed in traditional psycho- 
Physics. Their perceptions were modified along with their conscious 
Motives, feelings, thoughts, and reasoning concomitantly with 
changes in the meaning of the total group-situation and this in spite 
of the fact that there could still be noted some reflection of the 
individual differences in social reactions which had been discernible 
both to adult leaders and to fellow-members in the days when a 
Measure of friendliness was being established among boys previously 
Unacquainted.[12] E . £ 
This record is an important complement to Lewin's earlier GEN 
9n the patterning of attitudes towards leaders and towards wor 


through changes in the quality of the social climate produced by 


adults whose attitudes were dictatorial, laissez faire or democratic. 
d by Moreno into the 


It carries further the investigations initiated. i 
emotional interactions of group members with one another and, 
like Redl’s observational records of delinquent defences, it 1S 
Contributory to an understanding of what is perhaps the key to the 
Whole educational situation - the problem as to how social stimula- 
tion leads to acquired attitudes (or enduring dispositions) and how 


these in turn affect behaviour. 


Other studies of perception ; 6 
More directly related io the laboratory study of pace: New 
certain other developments inspired by the work of Murphy 1n 
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York; and in the early 1940s a series of articles published by him 
and his associates staked the claim of perception to an ever widening 
territory. These reports were concerned less with the effects of group 
pressures upon perceptual judgements than with the complementary 
inquiry into the influence of personal values upon perception itself. 
Earlier work in this field had formed part of the first experimental 
studies in social psychology (see Chapter III above), and the step 
was a relatively easy one from awareness of the attitudinal control of 
suggestion and learning [13] to concern with topics such as those 
indicated in the following titles:[14] 


Levine, R., Chein, J., and Murphy, G., The Relation of the Intensity 
of a Need to the Amount of Perceptual Distortion. (J. Psychol. 
13. 283-293. 1942.) Proshansky, H., and Murphy, G., The 
Effects of Reward and Punishment on Perception. (J. Psychol. 13. 
295-305. 1942.) Levine, J. M., and Murphy, G., The Learning and 
Forgetting of Controversial Material. (J. Abn. Soc. Psychol. 38. 
507-17. 1943.) Shafer, R., and Murphy, G., The Role of Autism* 
in a Visual Figure-Ground Relationship. (J. Exper. Psychol. 32. 
335-43. 1943.) Postman, L., and Murphy, G., The Factor of 
Attitude in Associative Memory. (J. Exper. Psychol. 33. 228-38. 
1943.) 


Learning is bi-polar. It is related both to the instruction given (its 
quality and its situational setting or social climate) and to the abilities 
and social attitudes of the learners. Social attitudes are a function of 
the self-referent fashions in which individuals perceive their world; 
and perception in turn is bi-polar and affected not only by the 
external situation but by internal states.[15] There is thus a place for 
values in a world of facts — to paraphrase a phrase in which Köhler 
allowed for the study of what has since been called social perception 
-and in perceiving, as in learning, the human being is not passive 
but active, bringing all past images, memories, emotions, and needs 
as non-sensory or directive factors to the organization of a present 
cognitive or perceptive structure. [16] 

Inspired by such findings there was in the late 1940s and early 
1950s a significant series of symposia on the relevance of perceptual 
organization to the theory and the problems of social psychology 
(Krech and Crutchfield, 1948), to current trends in social psychology 


* The organizing of cognitive processes in the direction of satisfaction of the 


self. 
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(Dennis, 1948), to personality (Bruner and Krech, 1949, and Blake 
and Ramsey, 1951) and (perhaps most significant of all) to social 
psychology at the crossroads between the blind alleys of either an 
individualistic or a socio-cultural approach (Rohrer and Sherif, 1951). 

Out of these there has come an even clearer formulation of the 
effect upon learning of this ‘central directive state’. This is exemplified 
by the work of Bruner and Postman on the selectivity of perception 
(the compromise between what is given and what the organism is set 
to see or wishes to see or wishes to avoid), the value resonance of 
perception (the organism’s preference for objects, words or concepts 
which it values or needs), and the organism’s defensiveness or 
vigilance (by which it appears to exclude from perception that which 
is irrelevant or dangerous to prevailing motives, attitudes, and 
personality structure).[17] 

In sequel to this (and also in further continuation of the work of 
Bartlett, Tolman, and Woodworth) there has followed from Postman 
an expansion of the phrase “trial and check’ which was used by 
Woodworth in a short discussion of the re-enforcement of percep- 
tion.[18] The whole process of perceiving, thinking, and recalling is 
one of ‘confirming’ or ‘infirming’ 3 hypothesis or expectancy set up 
by the organism and tried and checked, accepted or rejected, until 
the hypothesis and incoming ‘stimulus information’ match suff- 
ciently to give rise to a stable perceptual organization. , 

This is a somewhat unusual use of the word hypothesis; but it 
Serves as an effective means of describing the complexity of the 
process of perceiving — its dependence on both internal and external 
factors — while admitting that much of this process IS SO far in the 
background that it is largely unconscious. The perceptual ‘hypothesis’ 
includes all predispositions oF sets with which the organism 
approaches a new situation. Its strength is related to the frequency of 
past confirmations of a congruent type, to the number of somewhat 
Similar alternative expectancies, to its motivational support or 
instrumental significance (through any associated emotional disturb- 
ance, positive or negative), to the cognitive support given by similar 


predispositions, and to the social support afforded by group expect- 
hypothesis the greater the 


ancies of similar pattern. The stronger the] e l t 
likelihood of its arousal and the less the stimulus-information which 
he larger the amount of 


is required to confirm it. The weaker it is t 
appropriate stimulation W uired. The strength of the 


hich will be req ; t 
hypothesis can be assessed through observation of the relative 
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amount of stimulation needed in respect of an observable response; 
and its content can be inferred from the ways in which it selects, 
organizes, and transforms the ‘information’ or 'sensory input' which 
reaches it from the environment. When, through successive trial- 
and-check. the hypothesis is confirmed, the ‘answer’ which fits into 
the expectancy pattern comes into consciousness as a percept, an 
image, an idea or a memory. 

All this is illustrated by Postman and Bruner from experimental 
work with human subjects — much of it in the field of visual percep- 
tion - under controlled conditions in a laboratory. With very short 
exposures of somewhat ambiguous stimuli it can be shown that the 
more frequently a geometric form has been seen in the past the more 
readily is it recognized; the smaller the number of types of stimulus 
expected the more rapid the recognition of the sort of word or letter 
specified; the higher the probability of either reward or punishment 
the clearer the perception of relevant stimuli (cooking utensils, food, 
valued objects or occasions for fear). The more firmly an expectancy 
or hypothesis is rooted in a larger cognitive organization the more 
unlikely is it to weaken or ‘infirm’ and the stronger the rejection of 
incongruent ‘stimulus-information’ (letters in reverse, playing cards, 
and objects in unusual colours). The smaller the amount of appro- 
priate stimulus-information the greater the sensitivity of an observer 
to the judgements of others is likely to be (movement of spot of light 
in a dark room). 

Many of these experiments are quite similar in design to earlier 
studies in the field of perception. Their importance lies not in the 
novelty of their details but in the emphasis they put on the con- 
gruence of motivational, cognitive, and social support with what had 
been observed earlier as to frequency of presentation, length of 
exposure, intensity, and the like. Through their direction of attention 
to perception in its total setting these twentieth-century psychologists 
are not only narrowing the gap between theories of perception and 
theories of learning but they are establishing the relevance of such 
laboratory researches both to the building up of attitudes and to the 
modification of relationships within groups and between groups - in 
classrooms and in the wider field of inter-racial contacts.[19] 


Physiological psychologists 


In protest against such attention to the cognitive and selective aspects 
of perception there comes at intervals a reminder of what has been 
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called the structural, autochthonous or formal side of this perceptual 
process — in contrast to its more functional, instrumental, and goal- 
directed aspects. 

Notable among such challenges has been the re-emphasis put by 
workers like Hebb on the physiological basis of the perceptual 
process.[20] Hebb's arguments were illustrated from studies with 
chimpanzees reared in darkness and congenitally blind human beings 
seeing for the first time after the removal of cataract. Perception of 
the identity of an object appeared to come slowly after what seemed 
to be a process of attentiveness to separate details (in the differentia- 
tion, for example, of a square from a triangle, the naming of an 
object presented in a new setting or the recognition of a word). To 
account for this Hcbb postulated the organization of sensory and 
motor neural elements associated in cortical cell-assemblies and 
reverberating circuits through which the momentary perception of a 
whole alternated with the perception of its parts (phase sequence); 
and with illustrations from the observation of children, he endeav- 
oured to elucidate the physiological concomitants of these piecemeal 
and summative fixations which he believed to be contributory to the 
recognition of objects or forms. This was in its way a contribution to 
the thesis that perception is learned; but its stress was on the repeti- 
tive excitation of particular cells in the central nervous system 1n 
contradistinction to the more molar aspects of expectancy, set, 
Schema or hypothesis. i 

In slightly different fashion Werner laid stress on the motor as 
well as the sensory components of perception — the state of the 
organism, changes of muscular tension and movement, and the 
part played by physical individual differences.[21] His experiments 
involvedelectrical stimulation, tilting of the body, and other modifica- 
tions of equilibrium (such as the sounding of atone in one of the ears), 
and, using these as illustrative of the effects of extraneous stimula- 
tion (in addition to sensory processes involving receptors in the cor- 
tex), he spoke of sensory-tonic events involving the entire organism. 

Further awareness of the complex processes involved in the act 
of perceiving was indicated in Freeman’s concern with what he 
described as backlash excitations from reflex motor adjustments 
interacting in the brain with exteroceptive stimulations.[22] i 

In the description of much of this work there has in recent years 


appeared a new series of metaphors taken from modern automata 


with their mechanisms for intercommunication, regulation, and 
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control. This language of ‘cybernetics’ supplements earlier references 
to resistances and synapses, electro-chemical fields, and isomorphic 
correspondences; and its reverberating circuits, scanning mechanisms, 
input, output, storage, feedbacks, and relays add a certain crispness 
and modernity to the language in which those of physiological 
inclination now describe the variables intervening between the 
initiation and the completion of the activities of learning or 
perceiving.[23] To no greater extent than is the case of their simpler 
predecessors of sensori-motor arcs or cortical configurations has it 
however proved possible to uncover neurological analogues to the 
complex processes to which they point. The fuller elucidation of 
these remains still a problem to tantalize the neuro-physiologists of 
the future. 


Summary 


The inner and the outer, the central and the peripheral — muscle- 
tension patterns, tonic states, the residue of past reactions, expect- 
ancies, sets, and hypotheses as well as present sensory excitations — 
all these require some consideration in an interpretation of perceptual 
or learning processes; and in the fashions indicated they are receiving 
attention in the researches of contemporary workers. Mention has 
been made of only a small number out of many thousands of studies; 
but enough has been said to illustrate the extent of the development 
from the relatively simple designs offered by the physiological 
psychologists of the nineteenth century to the highly elaborated 
hypothetical constructs of the learning theorists of the twentieth. 
Physiological processes and the quality of the organism undoubtedly 
have a part to play; but more directly relevant to the work of a teacher 
is the continuing experimentation in the tradition of Lewin and 
Sherif which, with its emphasis on the complexities of group relaiion- 
ships, now links perceptual or phenomenological studies with the 
use in group situations of techniques comparable to those postulated 
by Moreno in his therapies of psychodrama or sociodrama.[24] 

In some situations physical states or physiological conditions 
seem direct determinants of action. 

On some occasions cognitive processes appear to predominate. 

In other circumstances needs, motives, fantasies or imagination 
may seem most significant. 

At other times social pressures, role behaving, or expectations of 
role behaviour may offer the most uscful key. 
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All are contributory in turn to the understanding of that human 


being who is both individual and social, a person and a member of a 
group, observable from the outside and comprehensible and con- 
sistent from within — mysteriously complicated and always a product 
of those interdependent survivals of the past remembered or forgotten 
no one of which can be isolated from the other elements in the 
dynamic system that constitutes the human organism.[25] 
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PART IV 


THE TEACHER AS 
AN OBSERVER OF GROWTH 


VII 


GROWTH AND DEVELOPMENT 
EMEN — - 


Zeie HUMAN growth a distinction can usefully be 
Word etween the word growth and the word development. The 
EDS aS applicable to those changes in bodily proportions and 
from Cem functioning which occur in an established sequence 
to foet e moment of conception to that of death.[1] From embryo 
adult s > from foetus to infant, from infant to child, from child to 
Derves e relative as well as the absolute size of bones, muscles, and 
istic wid be observed to change in fashions which seem character 
there all human animals as they grow. Accompanying this gom 
and Mie however, even on physical levels, variations of strengt 
More itality in the description of which the word development is 
Ment s ptly used. These may differ with differences 1n the SC 
Süsten 9 which the organism is exposed. They may vary e CS 
eve] ance it receives; and they may be accompanied EC 
Sen. pmental changes in intellectual, emotional, social or Spir! 
lons, 


This dissent T | 
his distinction between growth and development is 1n some re 
ibuted to maturation 


S t H 
Panier to that between the changes attr. ee 
tion e € associated with educative influence; and like E 
eings is difficult to maintain in the description of actu doen 
o Zei - Its survival serves, however, as à reminder of the SE 
in pem functioning; and an understanding of pe ba e 
that th eld of human development is made easier by m 3 ek 
ively e same issues underlie its discussion as those" Kä E 
et, Ent in the description of human motivation Late, 
ste: Original endowment aS against present HR ro 
e "el In contrast to nurture. The individual alone as OPP ane 
enc, vidual as a member of a group. In all three p the es r 
E of these dichotomies may be detected; and in all t E SCH 
"s as may also be discerned from theorising as o GE 
BS in general (with reliance upon recollection and introsp! 
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as the chief instruments of knowledge) to observation of individuals 
(with the recording of isolated segments of behaviour), and from that 
to a study of individuals in their groups (with fuller awareness of the 
inter-relationships of differing aspects of their maturing). 


"Traditional beliefs 


Early views as to human development are implicit in the Socratic 
dialogues and in the writings of the Sophists. They are more clearly 
expressed by Aristotle; and they reach full formulation in the edu- 
cational writings of the sixteenth and seventeenth centuries. By the 
time of Comenius, for example, their characteristic outline can quite 
clearly be discerned. "The child is other than the man.’ Growth is 
thought of as taking place in distinct stages with definite physical 
and mental signs; and the transition from one stage to the next is 
believed to occur at a predetermined date. Variations in wording 
are found. Rousseau adds details not offered by Shakespeare; and 
Stanley Hall and Sigmund Freud (who in many respects stand at the 
point of departure from philosophic fiction) offer a more romantically 
elaborated picture than that conceived by their predecessors. 

By the late nineteenth century it had become necessary to take 
account of psychological research; and analyses of answers to 
questionnaires issued by workers in the Child Study Movement in 
Germany, in the United States, and in Great Britain were combined 
with the results of more exact measurements obtained by psycholo- 
gists and physiologists in schools and laboratories.[2] These child- 
study questionnaires were, however, in many cases addressed to 
adults; and they offered recollections of early childhood and youth 
attested by men and women who were already familiar with popular 
conceptions of the gulf set between childhood and adult status. 
Material of this kind was supplemented by Freud’s clinical inter- 
pretations of the attitudes of his patients; and findings from both 
sources lent support to the traditional expectation of sudden changes 
at specified periods, and the traditional belief in a clear demarcation 
between stages such as infancy, childhood, and adolescence. Along- 
side this were set measurements of average height, weight or speed of 
reaction obtained from groups of children of different ages; and 
interpretation of these also suggested both regularity and steadiness 
of group development and clearly defined differences between pupils 
of one age and pupils of another. 
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Educational conclusions 


The most influential exposition of the educational conclusions to be 
drawn from such findings was that offered by Stanley Hall in two 
volurnes on Adolescence published in 1904;[3] but it is worthy of 
note that his viewpoint was in its essentials the same as that accepted 
by the English inspectorate four decades earlier in their formulation 
of educational standards for pupils of successive ages. 


The average (height, weight, performance) of pupils aged ten is 
so and so. 

The average for age cleven or age twelve is something other. 

Pupils aged ten are therefore different from pupils aged eleven 
or twelve. 

Distinct educational expectations are to be entertained of them. 

They are to be approached by different educational techniques. 


They are therefore best educated apart. 


Something like these were the steps taken in educational reasoning 
on many issues. On grounds such as these Stanley Hall and his 
imitators deprecated the introduction of coeducation; and on grounds 
like these his writings lent support to educational systems based on 
the two notions of constancy or consistency of relative status and 
of a new birth occurring at about the age of entrance to the teens. 

It is hardly necessary to remind the reader ‘that the viability of 
these concepts has been great. They are superficially confirmed by 
observation of differences in the behaviour of individual members in 
groups which have been classified in general terms such as age, sex 
or racial origin. It is quite likely that an individual in one group will 
differ from an individual in another group; and it is only too easy 
to generalize to the effect that all members of both groups differ 
in precisely those fashions. This has happened especially when 
attention was directed to the reactions of children considered one 
by one [4] and when comparisons have been made between groups 
of different children at successive ages.[5] Its characteristic conclu- 
Sions appear in most discussions of adolescence published prior to 
1939;[6] and its more general educational consequences are to be 
Seen in the proposals for educational segregation or grouping by 
ability adumbrated in the second decade, tried out extensively in the 
third decade, and abandoned in many places in the fourth and fifth 
decades.[7] Its findings have been used in support of proposals for 
rigid and early streaming into E iid groups in countries like 
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England which for historical reasons found it convenient to offer 
different types of educational provision in different buildings; and 
conclusions of similar nature have been drawn for younger children 
from cross-sectional studies conceived along the lines of those 
reported by Piaget or by Gesell.[8] 

Itis to be noted that educational decisions based on these findings 
were entirely reasonable in terms of the evidence contained in early 
researches in the field of mental measurement. A corrective to the 
facile generalizations which they encouraged came in the 1920s 
through improvements in statistical methods which led to fuller 
recognition of the range of individual differences at every age and 
through the use of long-term studies of the same children over many 
years in place of the measurement of different groups of children at 
a variety of ages. e 


Recognition of individual differences 
Recognition of individual differences was not a new concept. Lip- 
service to it can be traced in the writing of philosophers through 
many ages; but until the late nineteenth century it seems to have had 
little effect as a determinant of educational policy. The teachers of 
England took something like thirty years to overturn the proposal 
that they should be paid by results; and the assumption that in- 
equalities of response by children were the consequence of inefficiency 
on the part of the teachers appears in learned journals as late as 1915 
when the findings of early psychometric surveys of arithmetic and of 
reading were already beginning to popularize the conclusion that 
within any age-range there can be discerned not only a characteristic 
average performance but a wide range of deviations which seem to 
persist irrespective of educational or nutritional endeavour.[9] 
From this the step might readily have been taken to full recogni- 
tion of the implications of the ‘range of individual differences’ at any 
age in its corollary of the ‘overlapping of ability’ from one age-group 
to another. In the 1920s and 1930s this seems rarely to have been 
realized; and interest in the developing science of psychometrics — 
the measurement of individual differences — deflected teachers’ atten- 
tion from contemporary modifications of classroom methods [10] to 
a concern with classification into homogeneous groups and the 
search for a suitable age-placement for the beginnings of reading, 
arithmetic, spelling, and the like.[11] The assumption behind these 
inquiries was still that of discontinuity in development; but through 
98 


GROWTH AND DEVELOPMENT 


them evidence became available from which a fresh interpretation 
Was soon to win support. 

Analysis of test results with consideration of differences in means ` 
and standard deviations and the calculation of correlations (degrees 
of correspondence) between different sets of measurements* led very 
naturally to statistical descriptions of the extent of change from one 
Occasion to another; and a new approach became possible both to 
the question of the distinctiveness and permanence of differences 
(Constancy of relative status), and of discreteness of stages as between 
one age and another (discontinuity of development). Both these 
issues are definitive in the understanding of human growth and 
development. 


Variability Of relative status 
Discussion of constancy of relative status came first. 
Often expected in relation to physical development as it has tended 
to be in the fields of general intelligence, of scholastic attainment or of 
Moral character (see Chapter XII below). It is, for example, not 
commonly supposed that a child who is puny or sickly at an early 
v inevitably mature into an adult of less than average physical 
"hb, It is, however, still sometimes taken for granted that à n 
Lo éhows little effective intelligence or a low degree of d * EN 
S € basic school subjects will later prove incapable o es 
War as an adolescent or an adult; and it is also often assume 
à delinquent pupil should be expelled from a ‘goog’ school. Fes 
le he issue is one of great importance both for Lame a Bio. 
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del and group testing. From an educational point o! V SE) 
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ti His Study of Education - the twenty-seventh cde iue e 
‘Nat Nature and Nurture: Their Influence upon Intelligence ; 
SC and Nurture: Their Influence upon A SH 
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which modifications are wrought in the effective use of intelligence, 
and in the conquest of skills and the learning of acceptable behaviour 
of various sorts.) 

Relevant figures were collected first from comparisons of the 
average performance of groups taking intelligence tests on different 
occasions. At a later date consideration was given to the degree of 
significance of such differences (with admission of the importance of 
the standard deviation) and by 1933 it was possible to summarize 
the results of some hundreds of studies of inter-correlations between 
initial and subsequent testings to the effect that both for individual 
tests and for group tests the figures show correlations of the order 
of + 0:81 for periods under twenty-four months falling to + 0-61 
for intervals of between five to twelve years.[13] 

Discussion of the topic is not easy. Evidence has to be interpreted 
in the light of differences in the size of the sample, the age of the 
pupils, the nature of the test, the conditions of its administration, 
the statistics in which its results are expressed, and the length of the 
interval between test and re-test. It seems reasonable, however, to 
conclude that the findings do not indicate a high degree of consist- 
ency in relative status. They are quite in line with what is now seen 
to be the meaning of an early statement by Terman: 'speaking 
roughly, fifty per cent of the I.Q.s found at a later test may be 
expected to fall within the range between six points up and four points 
down...’[14] and they confirm Burt’s early comments on the 
intrinsic irregularity of mental growth.[15] In spite of such figures, 
however, Terman's accompanying suggestion that the intelligence 
quotient is sufficiently constant to make it ‘a practical and serviceable 
basis for mental classification’ has passed into popular speech without 
qualifying clauses for its first formulation; and ‘constancy of LO. 
has been used in certain administrative circles as an argument in 
favour ofa differentiation of educational treatment and an exaggerated 
streaming in terms of early ability for which, after the 1920s, there 
was not support in psychometric researches. 


Long-term studies 


Meanwhile by the late 1930s there was coming to fruition a series of 

long-term studies initiated in the 1920s by the annual testing of 

groups of children in various places in the United States. Of these the 

most notable are the Harvard Growth Study reported by Dearborn 

and Rothney in book form in 1941, the Chicago inquiry organized 
100 


GROWTH AND DEVELOPMENT 


by Freeman and Flory, the Californian Adolescent Study sponsored 
by Jones, Tryon, and Meek, the Berkeley Growth Study supervised 
by Bayley, and the Berkeley Guidance Study under the charge of 
Honzik, Macfarlane, and Allen.[16] 

Published results from the first two and the last of these served 
to show (by careful analysis of changes in relative status) that, both 
in physique and in intelligence, variability of rate and direction of 
development is so characteristic of human beings that prediction of 
Subsequent status is hazardous at any age. 

While children as they grow tend to remain within the same 
&rouping if the entire population is divided into three or four large 
Broups, their relative position within such groups may vary so much 
from year to year that forecasting of the future educational per- 
formance or the ultimate physical proportions of any one of them is 
Uncertain. Some improve their position in height, in weight or in 
Skill in comparison with their contemporaries. Some fall behind their 
Peers. Others maintain a constant ratio to the performance charac- 
teristic of their age. The exact reasons for these fluctuations or this 
COnsistency are not fully understood. There are; however, some 
grounds for the belief that they are linked with the total pattern of 
the child's life in its physical setting and also in its relationship to 
Parents, teachers, and friends (see Chapters III and IV above); and 
Current studies in the United States, in England, and in Australia 
are turning in this direction. It seems possible, however, io assever- 
ate with conviction (as a result of the work of the last few decades) 
that development is variable and disharmonious in the experience of 
each human being. At the same time, and from the same long-term 
Studies, it has to be remarked that it is continuous and gradual to an 
*Xtent of which earlier workers seem to have been unaware. 
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psychology lend no support to proposals for educational segregation 
whether in homes, in churches or in schools. Separation into groups 
may be a matter of convenience. It has now to be effected with 
awareness that within any group, however selected, there will be 
wide variations of stage in different aspects of human functioning, 
that there will be marked overlapping from one group to another, 
and that within any group changes will occur at different rates in 
different members but with gentle continuity in all. 

For reasons of this sort it is now recognized that many inquiries 
into the vocabulary, the arithmetical concepts, the interests, leisure 
pursuits, play activities, wishes, hopes or fears of groups of children 
of specified ages are of local interest only. They are true of par- 
ticular children, with certain experiences in a certain setting; but 
from them generalizations cannot be drawn as to the attributes of 
‘the infant’, ‘the child’, ‘the adolescent’, ‘the delinquent’, or ‘the 
backward child’. Still less would it be regarded as reasonable to 
make pronouncements as to ‘the adult’ or ‘the pensioner’ in terms 
of a composite of traits or attitudes conceived of as applicable to all. 
Consideration of growth and development is thus both more difficult 
and more personal than it was in the days when it was assumed that 
children lived in an unknown world into which no adult could enter 
and that there was a vast gulf fixed between the mental, social, 
emotional, and spiritual functioning of groups demarcated in terms 
of different ages. 

This does not mean that no inquiries should be undertaken into 
abilities and disabilities, skills and interests, preferences (as to books, 
broadcasts, television, films, and the like), range of vocabulary, 
manual dexterity, hobbies or athletic prowess.[17] To the under- 
standing of any group all knowledge of this kind is contributory. 
It does mean, however, that, to a greater extent than was true last 
century, teachers and parents can recognize the wide range of 
variation which at any age lies within the limits of the normal - in 
the sense that it is observable in large numbers of children. Some 
children aged three can talk with confidence, can appreciate adult 
jokes and can accept responsibility. Others show personal diffidence 
and intellectual indifference. ‘This three-year-old is quite unlike that 
three-year-old.’ Some children aged eleven have extensive reading 
interests combined with social immaturity. Others are socially well 
developed, academically well advanced but physically retarded. 
‘This eleven-year-old is not at all like that eleven-year-old.’ Of none 
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of these can it be said with assurance from observation on any one 
date that their disharmonies in development are pathological in 
kind. Of any of them it may be true that transformations are in 
progress which will be followed by rapid changes in the pattern of 
their functioning. Recent insight into the irregularities of growth and 
the variabilities of development thus encourages in the educator a 
certain wise passiveness reminiscent of those husbandmen who wait 
upon the slow processes of natural growth in field or garden — while 
continuing to offer, by every means in their power, all known provision 
for optimum development in any direction desired. 

Much of the evidence contributory to this interpretation of personal 
and social development has come from the long-term inquiries 
described as the Californian Adolescent Study and the Berkeley 
Growth and Guidance Studies.[18] Similar findings are becoming 
available from studies in England initiated by the University of 
London Institute of Education and the Institute of Child Health [19], 


' and from inquiries sponsored by the Nuffield Trust and the National 


Foundation for Educational Research. 


Experimental confirmation 

Similar conclusions have also been reached in other much smaller 
researches such as, for example, those organized by Oakes and 
others in challenge to Piaget’s acceptance of the stereotype of discrete 
stages and discrete types of mental functioning.[20] Piaget’s work 
was an extension of the individual questioning in structured inter- 
views initiated by Binet and used by him to illustrate his thesis of 
the range of individual differences and the degree of overlapping 
between one age-group and another. Piaget, by contrast, recorded 
answers to questions and solutions to scientific problems given by 
pupils of a narrow age-range without indication of the intellectual 
level of his subjects and with no extensive use of the same questions 
at a variety of ages.[21] His critics, after experimentation with human 
beings in differing circumstances and at ages ranging from early 
childhood to adult status, have confirmed the continuity of human 
mental development and have shown that all varieties of response 
are obtainable from all stages of growth — from kindergarten pupils 
to adult men and women. The nature of the reaction to a question 
or to an experiment is a matter of personal idiosyncracy and personal 
experience rather than of age. Animistic thinking, illogical inter- 
egoistic self-reference are, in certain circumstances, 


pretations, 
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characteristic of all; and a wider or a narrower vocabulary is an 
acquisition to which all prior experience is contributory.[22] 

This is not dissimilar in its implications to one of the most impor- 
tant findings of the whole testing movement — its asseveration of the 
extent of the similarity of the thinking processes of mentally older 
and younger subjects. Prior to the development of standardized 
tests it was possible to believe that the functioning of a genius and a 
dullard was in all respects dissimilar. Now it has to be admitted that 
the differences are more quantitative than qualitative.[23] As Burt 
pointed out in an early study, the reasoning processes of children by 
the age of seven differ from those of adults not so much in form as in 
the content of the experience in terms of which it is possible for them 
to function.[24] 


Social determinants of change 


Quite relevant evidence comes also from studies of the differences in 
reaction which can be observed in pupils of similar age who have 
experienced different methods of treatment. Early inquiries into the 
effects of individualized methods directed attention to the measure- 
ment of skills in the basic subjects and showed that improvements 
were associated with certain sorts of diagnostic and remedial treat- 
ment.[25] Later studies such as those of Gardner in England and the 
Eight-Year Study in the United States, were able to demonstrate 
personal and social as well as intellectual differences between pupils 
in experimental groups and pupils in matched control groups under 
more traditional forms of teaching.[26] Comparable findings came 
from experiments with leadership of differing kinds[27] and from 
researches into the effects of differing classroom climates even at so 
early an age as that of the first few weeks at school.[28] Khan, for 
example, attempting to discover the type of quantitative thinking 
characteristic of little children, reached the conclusion that the differ- 
ences between groups receiving different sorts of teaching were so 
clear that it had to be recognized that differences in arithmetical 
response were not a function merely of age or of an inevitable 
mental maturing but were the reactions of pupils with certain prior 
experiences to teaching of a certain sort. 


Development is continuous. 

The rate of development is variable. 

The direction of development is uncertain. 
104 


GROWTH AND DEVELOPMENT 


Mental as well as physical development is related to the type of 
experience encountered. 


Findings such as these have since the early 1940s presented to the 
teacher as an observer of growth an educational challenge in the light 
of which much earlier thinking on educational organization is now 
recognized as without support. They have also made it more possible 
to understand the variety of human reactions in differing cultural 
patterns and the still more suprising variations of behaviour in family 
circles with differing traditions within what is superficially the same 


culture.[29] 


Physical growth 

In no sense does this mean a denial of the reality of a personal pro- 
gression through the physical experiences characteristic of growth. [30] 
Each human being travels the road from birth to death. Many survive 
from infancy through maturity to old age and in the process certain 
quite marked changes in physical structure occur. Their study 
belongs properly to the sister sciences of physiology, endocrinology, 
and biochemistry. From the point of view of psychological evidence 
all such experiences are, however, subsidiary to the total pattern of a 
human life; and their significance is not biologically predetermined 
but is a function of those personal attitudes and social relationships 
which demonstrably contribute so much to the total life-cycle. 


Mental development 
In similar fashion it is to be noted that recent findings carry no 
denial of personal increments in knowledge, in general mental 
ability or in wisdom.[31] Within the experience of each individual 
there are changes in range of vocabulary, in interests, in skills, and in 
attitudes. Understanding comes earlier to some than to others; but 
understanding comes to none except in terms of gradually widening 
experiences. [32] 

What then can be said from the point of view of the approach of 
an adult to toddlers, to juniors or to adolescents? 


Toddlers 

Surprising in their conquest of the beginnings of walking and of 

talking. Still for the most part the centre of attention — as solitary 

children just leaving babyhood or as little brothers or sisters in whose 
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enlightenment the older boys and girls find pleasure and pride. The 
years from two to five for many children cover a period of rapid 
growth — with changes in bodily proportions as well as bodily size. 
There is an increase in ability to communicate with others accom- 
panied by an accession of personal independence. In terms of aver- 
ages it has, for example, been reported that tested vocabulary expands 
from about twenty words at the age of eighteen months to about two 
thousand words at the age of five;[33] and the baby who was com- 
pletely dependent upon others is transformed into an individual who 
can by active interference make his presence felt in many ways un- 
known before. 

During these same years there is also for most children a change 
in the social climate of the home. Independence on their part is 
countered by increasing watchfulness on the part of adults. *What is 
that dreadful child doing new?’ ‘Keep your hands off that.’ ‘Do not 
touch it.’ ‘Sit still.” ‘Keep quiet.’ Such remarks take the place of an 
earlier attitude: ‘Isn’t she wonderful.’ ‘Isn’t he sweet.’[34] For fortu- 
nate children there is still the satisfaction of the basic need to be 
beloved and to be allowed to participate in the activities of an intimate 
circle. For the less wisely handled the seeds of rebellion and anxiety 
are sown through the knowledge that they are in the way and of no 
use to anyone.[35] 

Much has been made by writers in the Adlerian tradition of the 
injurious consequences for an older child of the birth of a younger 
sibling. Similar experiences of rejection and inadequacy come to all 
boys and girls as they venture into the outer world of Sunday school, 
nursery school or groups of children playing in streets or gardens. 
In these contacts they begin the process of social maturing through 
which they become both acceptant of themselves and aware of 
themselves in relation to other people. Trauma of a serious kind is 
discernible only in those cases in which toddlers are genuinely rejected 
or despised by those adults (whether parents or guardians) who are 
of most significance in their lives. For the majority there seems merely 
a clarifying of the self-picture. ‘This is me.’ ‘These are my friends.’ 
"This is what we do.’ ‘I am.’ ‘I can.’ ‘I should.’ 

From accumulated recordings of the actions and sayings of 
little children it is now known that the concept of the self is reaching 
clear formulation by the time that their infant speech becomes intel- 
ligible to others.[36] Prior to that, childish emotions, fantasies, 
thoughts, and intentions are so much a matter of inference that their 
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interpretation remains at the level of the personal opinion of the 
Observer. Even from that observational level it is, however, possible 
to say that human babies are never merely toys, possessions to be 
exhibited, or animals to be trained. [37] Still less are they ‘savages’ to 
be civilized (using the word ‘savage’ in its nineteenth-century sense 
of a being who is anti-social, cruel, selfish, and aggressive).[38] From 
the beginning they are co-partners in the activities of a nursing 
couple; and later they are contributory members of a human home, 
modifying the behaviour of others and being influenced in turn by 
the treatment they receive. 

At this point a distinction may usefully be drawn between the 
word ‘social’ and the word ‘sociable’. All human beings have been 
so made that they are ‘social’ in nature. Inescapably they are mem- 
bers of groups - reacting to others and acted upon by others. To a 
greater or lesser extent, however, they may show delight in the visible 
presence of others; and differences in the degree to which they are 
thus ‘sociably’ inclined can be discerned among groups of toddlers 
as among groups of older children. In this respect also their relative 
status varies in response to the reactions of others; and toddlers who 
show dominance in one setting may show indifference or submissive- 
ness in another.[39] 

It is for reasons such as these that it has now to be noted that 
education is not so much a matter of *socialization' as a process of 
sists not in the transforming of a being who 
al but rather in the introducing of 
1 to the traditions and the attitudes 


acculturalization. It con: 
is primarily a-social or anti-soci 
a person who is essentially socia 


of a particular social group. . 
The imputed cruelties of little children, like many of their other 


misdemeanours, can be seen on closer study to be reactions which are 
exploratory rather than either ‘cruel’ or ‘wicked’. Toddlers who put 
the kitten in a pail of water, like toddlers who take possession of the 
toys of others, are making discoveries which are as real as those of 
any traveller in an unknown land. Something is being found out as 
to the properties of kittens and of water. Something is also being 
added to their knowledge of the human beings in their group. “No. 
We don’t. ‘Bad. You mustn’t.’ Words, gestures, and convictions 
reach the toddlers both from remarks directed to themselves and 
from all that they hear and see and infer as to the meaning of the 
complicated and interesting world of which they are every day reach- 


ing clearer understanding. 
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In similar fashion the self-centredness or selfishness of toddlers is 
easily exaggerated. Their range of vision and their insight are both 
limited by their experience; and they have an objectivity of attitude 
which contributes to complete concentration upon an activity in 
hand. This is, however, very different from behaviour in the descrip- 
tion of which the word ‘selfishness’ can properly be used. In similar 
fashion it is now recognized that only by an unwarranted extension 
of the meaning of the word 'aggressive' can that adjective be applied 
to behaviour which is active, assertive, eager or questing but carries 
no hint of rebellion or intentional assault.[40] 

A turning away from certain human beings, a deliberate intention 
to hurt, a definite search for personal gratification to the exclusion 
of what is desired by others, and a clear invasion of the domain of 
another can, of course, be found on the part of toddlers as of older 
human beings. In this again there is wide overlapping as between one 
age-group and another. What is now admitted to be inadequate is 
the statement that human babies as a group desire to destroy their 
seniors or their peers, that they bite because of cannibalistic impulses 
and destroy because their cruelty and aggressiveness are primary 
qualities which have to be suppressed in the process of socialization. 

Many suppositions of this sort have resulted from generalizations 
based on the childish recollections of neurotic or psychotic patients. 
With increasing knowledge of the actual behaviour of children as 
they grow it is now generally recognized that clear movements 
towards kindliness and co-operativeness are to be discerned in 
children who in their first five years have not been taught to hate 
through being hated but have remained lovable through being 
beloved. 

An attitude of eager adience (of reaching out to people and to 
things), some sensitiveness to the intention of others, a lively spirit 
of inquiry which deepens with the first metaphysical questions as 
to the nature of the universe — all these serve to account for the joy 
which many adults find in their contacts with little children; and the 
years from two to five are those in which the foundations are laid 
for the friendships between the generations which for many parents 
more than counterbalance the troubles of child-rearing.[41] Through 
these friendships there comes to parents an increase in maturity and 
mental health.[42] Through them also the more fortunate toddlers 
achieve their clearest insight into the masculine and the feminine 
role. ‘I’m a boy.’ ‘I’m like father.’ ‘I’m a girl.’ ‘I’m like mother.’ 
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Through straightforward answers to direct questions they gain the 
beginnings of that understanding of the origins of life which is later 
describable as sex education. For most children this also ‘trickles 
through' with observations and reasonings based upon things seen 
and heard and with experience of the direct personal suggestion and 
innuendo which (in different forms in different social circles) reaches 
even the toddlers as they grow. The thoughts of youth are long, 
long thoughts; and the games as well as the conversation of little 
children carry a foreshadowing of later insight into their relation- 
ships with one another in this as in other fields of human function- 


ing.[43] 


Juniors 

Businesslike in their absorption in their own affairs. Competent 
in their management of body and mind. Contributory in many 
respects in their role of older brothers and sisters. Children from the 
time of entrance upon formal schooling are ready to take their places 
as active sharers in the interests of parents, of teachers, and of 
older boys and girls. The actual age of transition and the nature of 
their experience (in day-school or residential institution) varies 
from one country to another and from one type of home to another; 
but for most toddlers there comes a change from a state in which the 
whole attention of some adult is focused on their actions to a state 
in which they become members of a group of peers receiving, for 
many hours of the day, only a portion of the attentiveness of a 
teacher who values them for their accomplishments rather than for 
themselves. — 

The expectations entertained of children inevitably vary in different 
homes and different schools; but in most parts of the world it is now 
taken for granted that they will quickly acquire the elements of 
reading, counting, and writing. Early and efficient conquest of these 
skills is known to lay the cornerstone of mental health [44], and with 
pupils of a mental age of about six and a half years a beginning can 
be made in their deliberate mastery through the methods in ordinary 
use.[45] í . 

In these as in other developmental tasks — of social, emotional, and 
spiritual maturing — there is, however, wide overlapping between 
groups of children of different ages and much variability in rate and 
direction of development. Some five-year-olds can read as well 
as many seven-year-olds. Some CSR can count as accurately 
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as some nine-year-olds. Some children rejoice in reading. Others 
delight in counting. A few have met defeat in both. For this reason 
it is now considered necessary to present each subject step by step 
in the fashion suggested in the analytic approach of Thorndike and 
his followers. At the same time it is important that teachers should 
resist the temptation to underestimate the energy and competence of 
their pupils. This is no easy task. Sensitivity to differences in levels 
of difficulty tends to an acceptance of rigidity in grading which in 
many cases has lent support to ‘streaming’ or segregating pupils 
according to the ability they happen to show at an early date. This in 
practice has meant a return to nineteenth-century notions of the gulf 
set between groups of different ages and differing average achieve- 
ment. Its ill effects can be seen both in the exclusion of junior school 
children from participation in adult church services and in the limita- 
tions of a school curriculum which in many respects deprives them 
of opportunities of scientific, artistic or literary explorations in which 
they could quite happily engage.[46] 

In attitudes and speech and habitual occupation juniors reflect the 
pattern of their homes and, to a lesser extent, of their schools;[47] 
and the level of competence they reach varies with the nature of the 
opportunities offered. In physique a few reach adult height; and to 
some there come the physical changes of an early puberty. Imper- 
ceptibly they have passed from babyhood to childhood. With similar 
gradualness they are preparing for the transition from childhood to 
adolescence. 

Adolescence in general terms may be defined as the period of 
transition between childhood and adult life. For most boys and 
girls it includes the experiences of physical growth which precede 
puberty; but both precocious and delayed genital maturing are more 
common than is often supposed. 

Popular stereotypes have been built up over the centuries to the 
effect that the period is one of inevitable emotional ferment and 
mental turmoil with the occurrence of psychological changes of 
sufficient significance to warrant a modification in the educational 
treatment of boys and girls. It has been suggested that adolescents 
are suddenly transformed into beings who are strange, incomprehen- 
sible to adults, sulky, moody, unstable, rebellious, insolent, suspi- 
cious of parents, and apathetic in the face of the efforts of their 
teachers. It has been supposed that about the time of the onset of 
puberty there is in all boys and girls an uprising of passionate anxiety 
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accompanied by a sudden emergence of the ability to reason, an 
intensified awareness of beauty, and an abrupt change in attitude 
towards goodness and truth. i 

Many of these descriptions are now known to have no solid basis 
in fact. Research findings derived from long-term studies of boys and 
girls over the ages of six to eighteen have made it clear that reference 
to a new birth or a crossing of the rubicon are, in this case also, an 
over-simplification of the actual experiences of young people as 
they grow. There is a wide range of individual differences; but the 
fact of passing through adolescence is not a reason for supposing 
that a youngster must necessarily sow wild oats and cannot help 
oehaving unreasonably or thinking negatively. In the years of 
adolescence, as at any other time, aberrant behaviour (intellectual, 
social or emotional) is a symptom which challenges investigation. 
An awareness of this is probably the greatest recent contribution 
made by psychologists to the understanding of adolescent develop- 


ment. 


Adolescents 


Infinite in their varicty. Challe 
the tenderness of their youth. Three s 
merit special attention. 
They are more like a 
Suppose. 
Their growt! 
quarters been suggested. 
Their experiences as they grow are 
circumstances than is often believed. 
They are, for example, very like their parents and teachers; and 
they can best be understood in the light of a firm retention of that 
fact. They are human beings — not creatures from another planet — 


and like all other human beings they have certain primary needs. 


They require to be beloved, appreciated, admired, and accepted by 


their most intimate group of friends, acquaintances or fellow-workers. 
They need to be allowed to make a contribution to the welfare of their 
group. They require to know that that contribution is to some extent 


a successful one and they need some insight into the purposes for 
which it is made. They mature in a healthy fashion in so far as these 
needs are satisfied — just as their parents and teachers do. ‘Through 
Teceiving acceptance they become acceptable. Through being given 
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responsibility they become responsible. Through acquiring skills 
and attaining insight they become useful; and through being useful 
they develop loyalty. . 

If they behave in surprising fashions the best advice which can be 
given to their elders is ‘Think’. ‘Do not panic.’ ‘Do not be disgusted.’ 
‘Put yourself in their place.’ ‘What are they really saying by their 
actions?’ ‘Which need are you failing to satisfy?’ ‘If they behave like 
creatures from another planet you may be the ones who have sent 
them there.’ “You may have withheld your friendship — possibly at 
the age of five.” “You may have got into the way of thinking that 
they could not share your experiences. Too young to read that 
book. Too young to see that film. Too young to be in the family 
circle at that discussion. 

Young people vary in the contribution they can make. They vary 
in the age at which they mature and they vary in the interpretation 
they put upon what they see. They do not, however, vary in their need 
for participation in the activities of a group; and if they are shut out 
from one group they will find another which seems to give them what 
they, at the unconscious level, require. 

The years of adolescence are interesting because in those years 
two sorts of transition occur - the physical passage through puberty 
from childhood to adult maturity and the social change from non- 
participation in earning to economic independence.[48] Both of 
these in some family circles are accompanied by distress and turmoil. 
Neither of these is so accompanied in all circles. What has happened 
in the cases where such distress has been avoided? What can be done 
in those cases where there are problems either of sex or of vocation? 
Both sorts of problems have a certain organic or physiological basis. 
Both have an intellectual content; and both have a social meaning. 
And of these the greatest in significance is probably the social 
meaning. 

Human beings differ in their inheritance. All human beings, 
however, have all human capacities (in greater or lesser amount); 
and all human beings seek insight into the meaning of their lives. 
(They may or may not have the vocabulary in which to express this 
quest in a fashion understandable by others) No human beings 
are merely animal or merely impelled by their biological structure. 
All are pre-eminently social- affected by their membership of 
groups -and in consequence educability is probably their most 
characteristically human attribute. 
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The sexual behaviour of young people and their economic behav- 
ing are the product of what they have seen and are seeing -in the 
present as well as in the remote past. Both vary with the picture the 
adolescents have built up of their elders — of what ‘they’ do and of 
whether they wish to be accounted one of ‘them’ or whether they 
prefer to win acceptance in some other group. It is easy for an 
observer to exaggerate the importance of physical urges, and to 
overestimate the limitations set by economic status or family history. 
It is difficult to be aware of the power of chance remarks, casual 
gestures, and supposedly unseen actions. What adolescents express 
by their behaviour is much less a matter of blind inherited impulses 


than adults have been tempted to suppose. 


‘Attend to me. I am grown up.’ 

‘Give it to me. I am one of you.’ 

‘Let me try it. I know about it too.’ 

‘Let me do it. I also can do that.’ 
The adolescent is best understood in such terms; and socially un- 
acceptable conduct is a symptom and a protest rather than an inevit- 
able misdemeanour stemming from uncontrollable forces. To adults 
in perturbation the message of psychology is therefore ‘Try again 
another way. Actions will change when their meaning is changed.’ 
To adolescents who appear to be in revolt the message is ‘Don’t be 
out of date. Nowadays nobody expects you to sow wild oats.’ 
‘Other better things await you.’ “This is really much more interesting.’ 
‘Your help is needed here.’ . 

Through joining in the simple tasks of the home, through sharing 
in the common beliefs of the church, through participating in the 
routine actions of the workshops, those adolescents who are fortu- 
nate have escaped the temptation to seek personal maturing by rebel- 
lion; and through contact with the courtesies of an understanding 
adult even the defiant and the apparently unteachable can be led 
towards the sun-lit ways of true maturity. The problems raised by 
delinquents and by backward boys and girls are, however, of such 
Significance that they merit further and separate consideration at this 


point. 
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VIII 


DELINQUENCY 
AND BACKWARDNESS 


THE DELINQUENT, the bad boy, the undisciplined girl. Down the 
ages they have challenged parental authority and disturbed the com- 
placency of their elders. The Spartan thief, the sons of Eli, the 
youngsters in Sodom and Gomorrah, the worshippers of false gods, 
the ‘sons of Belial flown with insolence and wine’. Many have been 
the interpretations offered and many the remedies proposed. 

Over the centuries, however, in this field of misdirected learning 
and motivation gone awry there may be discerned a progression from 
less adequate to more adequate understanding that is quite parallel 
to that traceable in the more general study of human motivation and 
human learning.[1] 

An attitude of fatalism and an ascription of misdemeanours to 
demonic possession or innate malevolence seem to have characterized 
the first approach and this won credence for so long that its echoes 
may still be heard in popular parlance. "She's bewitched.’ 'He's a 
devil.’ 


By the nineteenth century interest had turned to the more external 


signs of an evil inheritance. The lowering brow. The sinister glance. 
The malformed face or misshapen ear. [2] Criminals were still held to 
form a group apart; but attention centred on a study of family 
resemblances and an awakening concern with genetics led to the 
analysis of the ancestry of present delinquents and the history of 
descendants of reported criminals. [3] ‘He’s destined for the gallows. 
What else can you expect?’ ‘Some can no more keep out of the hands 
of the law than they can add one cubit to their stature.’[4] ‘Hers is 
bad seed.’ 

Within this fra 
in 1909 a Juvenile Psychopathic 
went as Director. 


mework of opinion there was established in Chicago 
Institute, and to it William Healy 
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By this time, it may be remembered, the experimental study of 
animal learning was well on the way. Thorndike had published his 
earliest reports.[5] Dewey and Hobhouse had protested against a 
reflex-arc psychology and against the theory of trial-and-error 
learning.[6] Freud from a different viewpoint had challenged a 
mechanistic and physical interpretation of neurotic distress,[7] and 
Witmer, Sully, Binet, Stern, Claparéde, and Decroly had been pleading 
for an application of the methods of psychological study to the child 
as a living individual.[8] Experimental education for normal children 
was already an accepted proposal. Search had lighted a torch in 
Pueblo. Meumann was reporting inquiries in Leipzig. Dewey had 
founded a laboratory school at Chicago.[9] The time was ripe for 
the application of similar methods to the study of delinquency and 
to the reform of individual delinquents. In its essentials this was the 
step taken by Healy in Chicago and a few years later by Burt with a 
control group in London. Attention thus turned to the consideration 
of the intelligence of deviating children, and to the possible societal 
determinants of their behaviour - the adults in their family circle, 
their brothers, their sisters, their friends; and a sociological approach 
to delinquency superseded pronouncements in Platonic style as to 
types of men and qualitative differences in inheritance. 


Social circumstances 


Writers on delinquency began to publish case-histories describing 
the story behind the crime — the home with its drunken or brutal 
parents, the poverty, the lack of possessions, and the absence of 
attractive recreational opportunities.[10] Emphasis was laid on the 
variety of contributory conditions and the multiplicity of their 
incidence in each individual case; and remedial treatment of problem 
children was attempted through visiting teachers and probation 
officers with an enthusiasm as great as that shown in contemporary 
endeavours to adjust the school to the child. Much of this was, 
however, still coupled with more or less explicit reference to the 
hereditary antecedents of criminal behaviour — the over-endowment 
with instincts of aggressiveness, acquisitiveness or sex — or to the 
comparable Freudian theory of libidinal development through 
satisfactory expression of component instincts associated in turn 
with erogenous zones such as the mouth, the anus, and the 
genitalia.[11] 

This uneasy partnership of sociological interest and a theory of 
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instincts carried within it an inherent contradiction which reduced its 
effectiveness as an inspiration to treatment. The adult who desired 
to secure reform was advised in one breath to limit the expression of 
undesirable instincts and to refrain from interference with the healthy 
self-expression of the primitive and the infantile. Civilized living was 
thought of as a second best which through repression socialized 
the human animal but contributed to his discontent while increasing 
his neurotic tendencies. The individual and society were conceived 
of as inevitably in conflict; and it was believed that the balance was 
precariously maintained between the undue tenderness of social 
conscience which led to neuroticism and the lack of guilt which 
resulted in the anti-social actions of delinquents. Character-formation 
was attributed to the experiences of the first two to five years and 
reformation was expected only from a return to childish relationships 
through the re-education offered in the seclusion of the psycho- 
analyst's consulting room.[12] 


Loving care 

Criticism of this interpretation came from two sources — from those 
who like Thrasher in Chicago or Moreno in Vienna Worked with 
groups of young people in areas which to outsiders seemed irretriev- 
ably delinquent and from those who, like Aichhorn within the school 
situation, turned from a pre-occupation with the redirection of 
component instincts through conversation with an impartial analyst 
to an emphasis on the need for loving adult care which (though 
expressed in psycho-analytic terms) was reminiscent of the teaching 
of Christ rather than of that of Freud.[13] 

Thrasher and Moreno with their concern for the gang as a whole 
or the sociometric group in its inter-relationships had prepared the 
way for the more social treatment of delinquency. The concepts of 
Aichhorn as they infiltrated into psycho-analytic interpretations 
contributed to the recognition of the ubiquity of the psychological 
need to be beloved, to experience tenderness, and to receive apprecia- 
tion or approbation. From this, the step was readily taken to that 
Concern with the mental and emotional consequences of consistent 
and uninterrupted maternal care in early childhood which has, in 
Certain circles, replaced earlier shibboleths as to physical stigmata, 
constitutional defects or other hereditary inadequacies of criminal 


characters.[14] 
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Participation 

Meanwhile from psychological studies of morale in industry or the 
armed forces, from remedial procedures in educational and Child 
Guidance Clinics, and from inquiries into the relationships of pupils 
and teachers at all levels of school life, there had come an admission 
of the human need to participate in the affairs of some intimate and 
friendly group.[15] Reactions to unemployment, to overwork, to 
monotonous tasks or to danger were observably more wholesome 
in the case of those adults who were aware of their responsibilities 
both as bread-winners at home and as key-workers in some co-op- 
erative endeavour. Neurotic symptoms and behaviour disorders 
occurred most frequently in those without that background; and 
destructiveness and quarrelling decreased when opportunities were 
given for informed and friendly service. Children, in comparable 
fashion, learned more rapidly in contact with adults who gave them 
not only insight into their difficulties and not merely the consolation 
of being beloved but also the chance of engaging in acceptable 
activities in which they could succeed.[16] 

Certain improvements in the treatment of delinquency had 
followed upon the proposal that an atmosphere of kindly acquies- 
cence should replace the punishmen: and upbraiding of traditional 
adult reactions.[17] Further developments came from the admission 
that both for children and for adults there is value in the adequate 
playing of a role (making a contribution), as well as in the receiving 

. of appreciation (status), or reward. 

Detailed recording of treatment in this field (as in that of clinical 
psychology) is of relatively recent date. In 1930 it was possible to 
report that, while much could be said of diagnosis, little was known 
of the process of therapy.[18] Statistical analyses of the number and 
the types of recurrent offences had lent impressiveness to figures of 
the kind offered by the Gluecks and Ackerson (and later by Norwood 
East, Carr-Saunders and Mannheim, and others) but these observa- 
tions had remained somewhat externalized and had provided 
in many respects merely a continuation of earlier sociological 
studies.[19] Much was said of concomitant conditions, of the 
multiplicity of possible causes, and the personal uniqueness of each 
individual delinquent. There was clear recognition of the significance 
of home life and of the discipline and the attitudes maintained 
within it. Much information was also available as to the test per- 
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formance of delinquents of various ages; and something was known 
of the pattern of sociometric choices of friends in various types of 
activity in specified settings.[20] Personal attributes, relationships 
to adults, and relationships to peers (companions) were all fully 
discussed; but it was not until the 1940s that records began to be ` 
available of the stages through which actual reactions to treatment 
passed.[21] Like contemporary interest in the details of psycho- 
therapy, concern with these was consequent on increasing sensitivity 
to the extent of self-reference observable in the growth of social 
attitudes (see Chapter IV above). Laissez-faire procedures in their 
simplest forms had provided delinquents with an admirable means 
of testing the genuineness of expressed affection or approval. Through 
contact with groups in which such experimental reactions were only 
too obvious, it began to be apparent that there was often a progres- 
sion from what appeared to be aimless restlessness and destructive- 
ness or apparently deliberate provocativeness to selective good 
behaviour in relation to one or two chosen adults and only later 
(or not at all) to a permanent acceptance of social values and an 
abandonment of delinquent joys, delinquent methods of self- 
defence or delinquent search for substitute satisfactions. [22] 


Why shouldn’t I? 

This will serve them right. 

Do they really mean it? 

This will make up for what I haven’t got. 
Will he draw the line at this? 
Perhaps he’s as bad as the rest. 
He’s a decent chap. 

I'll do it for him. 

We'll do it with him. 

I'd like to be one of them. 

I am one of them. 

We do not do such things. 


Through many disappointments and many fluctuations between 


Success and failure, workers in the field of the treatment of delin- 
quency thus passed from a theory of instinctive and hereditaty 
origins through a study of individual attributes to concern wit the 
Concomitants of delinquency, and from that to inquiries into the 
effects of leadership techniques, social climates, and the processes 

Il groups. The recognition of the 


Of interaction in gangs or sma 
123 


TEACHING: A PSYCHOLOGICAL ANALYSIS 


delinquent as a human being with a problem to be solved was fol- 
lowed by the discovery that love alone is not enough, that somehow 
controls from within must be developed even by children who hate, 
and that somehow the self-picture of a rebel and an outcast must be 
- transformed into a concept of the self which includes service as well 
as self-seeking, and participation as well as greed. Delinquents who 
offend against the canons of their social group do so not because of 
inborn peculiarities (the nature of their organism), nor because of 
special circumstances (the nature of their situation), but rather be- 
cause, being both individual and social, they react in certain fashions 
to certain experiences and have come to accept a certain status and 
a certain role — the status of an outcast from the group by which they 
are branded as delinquents and the role of a rebellious destroyer of 
its property or its values. 

This interpretation strikes a note of optimism - though not of 
ease. If action is controlled by attitude (if personality is organized 
and developed through the concepts which one forms about oneself), 
and if concepts are subject to change with changes in perception and 
in meaning, then modifications in action may be effected and changes 
in disposition are not impossible.[23] Civilized behaving can be 
offered to delinquents, not as something foreign to humanity and 
imposed by a social contract which is essentially self-centred, but as 
the more mature and fuller expression of a human nature which is 
most completely itself when permitted to show that co-operativeness 
which is as characteristically human as any personal search for 
appreciation or reward. 


Christianity and psychology 

Here, as has been suggested above, psychology and Christianity 
join hands. In earlier decades when, through a misinterpretation of 
the theory of evolution and of Lloyd Morgan's canon of simplicity, 
an attempt was made to explain the human in terms of the animal and 
the mental in terms of the physical, it was not possible to find psycho- 
logical analogues for that awareness of religious experience whose 
reality is attested in all ages and in all human societies. With an 
increase in understanding of the significance of the satisfaction of 
the human need to give and to receive, to attain insight, and to achieve 
success it becomes possible to understand the effectiveness of the 
work which is done among delinquents, among outcasts, drunkards, 
and criminals by those who approach its difficulties in the full armour 
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of G E zx a 

S E a sea spint of faith and prayerfulness which carries within 
ide Tits SC of the lover and the attitude of the democratic 
ie Son s no scorn for the sinner but lends vitality to the belief 
(Seen EI = possible; and behind it lies a conviction of the love of 
TAA MS = the prototype and exemplar of the love of the good 
eel an roe ep pupils. Underneath are the everlasting arms.’ 
eene e world’ - and within that world are included the 

ellious and the most spiteful of the sons of men. 


EC s it is impossible, but not with God." 
"Ye dia your sins be as scarlet, they shall be as white as snow.’ 
ES of more value than many sparrows.’ 

e are God's fellow-workers.’ 


pu values and contagion 
Echos of this therapoutie mesg f 
pm i e Christian churches are to be heard in those develop- 
Support E: us therapy which are directed to the consolation and the 
mous off e ailing. Recovery Incorporated or Alcoholics SE 
er something akin to the sustenance of shared religious 


experi E 

fron at It is to be noted also that they do more than provide 

i y reassurance from others who have recovered from mental 
alcoholic cravings. They invite 


ill 

reg ale defeat by 

isthe, die By cach member in the responsible task of succouring 

are Ta ; si burden is no light one. The difficulties of the reformer 

lating «sd ^ through experiences such'as these evidence is accumu- 

effected Hod Casts light on the processes by which salvage is being 

approve hrs work with delinquent youngsters in remand homes, 

Process schools, Borstal institutions, and the like. [25] Among these 
es, and in fashions which are only now beginning to be 


realiz 1 
ed, members of delinquent groups also reach out to influence 
to which the term ‘contagion’ 


shable both from imitation 
nce from acknowledged 
he counter- 


ction of teachers and 


the Bible and of the organized 


tau h 
Pake T e : 
S aus j E. it likewise can be interpreted only 1 
immedi, the initiator, and the values accepted by t oup 
Telati iate wishes and interests, its size, and the nature of its inner 
lonships.[27] 
125 


` TEACHING: A PSYCHOLOGICAL ANALYSIS 


In the setting of such complexities of behavioural contagion 
within groups and the subtleties of procedures deliberately directed 
to the rehabilitation of offenders there comes the reminder that 
delinquents, like the physically sick, are of many sorts and at many 
levels of distress. Some delinquent acts are merely experimental. 
‘What will happen if ...?' These are not repeated when the experi- 
ment proves unacceptable. Some are attributable to social or intel- 
lectual immaturity.[28] 

‘I must do as the others are doing.’ 

‘There is no harm in it.’ 

From these, most human beings escape with the passing of years. 
Others are perverted expressions of quite wholesome human 
needs.[29] 

*He will like me if I can give him presents.' (stealing) 

‘They will praise me if I give the answer they want.’ (lying or 

cheating) 

These are almost insensibly abandoned when fuller appreciation and 
successful participation are offered. Others are the revengeful and 
desperate acts of children who hate because they believe they have 
been hated — who distrust all adults because of the cruelty of a 
few.[30] The reclamation of these can be effected only through the 
combined agency of group contagion and the personal devotion of 
dedicated adults. The analogue of such reclamation is on the 
physical and mental level to be seen in the efforts of Recovery 
Incorporated and other therapeutic group agencies, and on the 
spiritual level in the co-operative sharing of experience in a Christian 
church - with its combination of instruction, reassurance, and 
dedicated service. 

From the point of view of the teacher in the classroom (in this 
special field as in that of backwardness) what has also to be said is 
that delinquents and non-delinquents are more alike than teachers 
have sometimes been tempted to suppose.[31] They share all human 
longings for appreciation and for chances of participation. They are 
helped by the diagnostic provision of activities (reading, counting, 
writing, drawing, games — and their derivatives) at a level in which 
they can attain the satisfaction of success. They are bound by 
emotional ties (of friendliness or dislike) to their contemporaries and 
also to their seniors. They can be arrested by a gesture, diverted by 
fresh interests or defeated by the recurrence of situations which 
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Seem similar to those in which their delinquent reactions have 
formerly occurred. The strategies which are successful in their 
reclamation are essentially the same as those employed in daily 
living by the skilful teachers and parents of those boys and girls 
whose backslidings (since they are recognized as temporary) have 
attracted none of that public disgrace which follows upon the label- 
ling of a misdemeanour as a symptom of delinquency. For this reason 
the careful study of the reported reactions of delinquent children 
burdened with problems which they have failed to solve is of direct 
Televance and significance to teachers and parents in whose daily 
experience such crises may, happily, form a very small part. 


Backward boys and girls 

Childish misdemeanours are not necessarily followed by offences 
against the law. Sluggishness in response does not inevitably point 
to ultimate failure. Both are matters of professional concern to 
teachers and, in relation to both, classroom reactions have in many 
Places changed over the last forty years. , 

In the early 1920s representative replies to a questionnaire issued 
by a Child Guidance Clinic showed that teachers considered the most 
Serious offences to be those which challenged their authority as law- 
Blvers, rulers, and classroom potentates. Talkativeness, untruthful- 
Ress, truancy, and impertinence caused greater distress than signs of 
maladjustment, unsociability, suspiciousness, and unhappiness.[32] 
Fifteen years later the emphasis of a comparable group had shifted 
to more awareness of the importance of wholesome attitudes; [33] 
and a recent inquiry shows still greater sensitivity to the significance 
9f personal and social development. [34] In similar fashion in the late 

910s backwardness in learning was almost universally held to be a 
disgrace; and no hesitation was felt in punishing or expelling pupils 
Who failed to do credit to a school. By the early 1930s teachers had 

Some? workers in Child Guidance Clinics into ^ concern with 
mental testing, home background, and socio-economic level; [35] and 
to these they now add a consideration of the more intimate relation- 
Ships which contribute to the quality of the social climate of a ee 
Te. Little official attention was in the nineteenth cenin E cles 
mon for educational defeat beyond branding es Ce kee: 
ge and pupils as ‘lazy’ and exhorting both to ma e 

eir time, 

Mention has already been made of t 
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the first assumption; and it is not now so often supposed that failure 
among pupils is wholly attributable to lack of energy on the part of 
their teachers. It has taken longer to discredit the belief that certain 
unsuccessful pupils are *underfunctioning! or ‘retarded’ — to use the 
modern counterparts of the earlier adjective ‘lazy’. 

Successive stages in the study of the topic may be noted. In the 
1910s, when neither of these phrases (‘inefficiency’ and ‘laziness’) 
had yet been countered by formal evidence, many teachers were 
already co-operating with psychologists in experimentation under 
classroom conditions; and a tentative beginning had been made with 
what was later called the psychology of the school subjects. By the 
late 1920s this had developed into a lively interest in children’s 
difficulties; but both teachers and psychologists were still under the 
influence of contemporary dichotomies between nature and nurture, 
inherited tendencies and environmental influences. In spite of 
evidence as to the inconstancy of performance in intelligence tests 
it was taken for granted, for example, that such tests measured 
innate ability apart from acquired attainment; and a clear distinction ` 
was drawn between dullness, backwardness, and retardation, These 
words are still in current use along with the related concepts of 
‘mental age’ and ‘intelligence quotient’, and the importance of the 


issues which are involved merits a reminder of the line taken by their 
early exponents. 


Backwardness, dullness, and retardation 


A child with a mental age of ten was defined as one who was able to 
answer questions involving what is commonly called intelligence 
with the accuracy and speed of rather more than half of a represen- 
tative sample of ten-year-olds. (The actual percentage varied slightly 
from one test to another and from individual tests to group tests.) 


A child was said to have an ‘intelligence quotient’ of 100 when mental 


age so calculated coincided with chronological age - when the ratio 
ne to one. In similar 


of standardized test performance to age was as o: 
fashion lower or higher relative status could be expressed as a quo- 
tient of chronological age in relation to subject age (in arithmetic, 
reading, and the like) or of subject age in relation to mental age.[36] 
Using this convention, a *backward' child was one who was dis- 
tinctly below the educational level of the majority of his own age — 
Whose subject age on standardized tests of attainment when divided 
by chronological age yielded a quotient of less than 0-85. A ‘dull’ 
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child was one whose performance in tests of intelligence was well 
below that of most others of his age - whose mental age on stand- 
Dem intelligence tests divided by chronological age was less than 
in as a ‘retarded’ child was one whose performance on com- 
Baseng ach of educational attainment and intelligence gave a 
oe ial 0:85 for subject age divided by mental age. For con- 
dila a hese quotients were multiplied by 100. Thus a backward 
(educ ae said to have an educational quotient of less than 85 
im ional age divided by chronological age). A dull child had an 
üs UE eee quotient below 85, and a retarded child was described 
divi ving an achievement quotient of less than 85 (educational age 
ivided by mental age). 
i ps formulation in terms of quotients was used both as a means of 
e n ing varying types of irregular development and asa guide to 
fiin. ional prognosis. It was assumed that there was in the ideal 
Ce eel Jg coincidence of menta d 
Ex s child who was ‘not functioning to capacity’ was therefore 
an bi to improve to the level indicated by his mental age; but à 
thors ild was thought of as one who could never rise to the level of 
tie € of his contemporaries whose intelligence quotients were higher 
n his own. 
in interpretation was, in intention, 
the PEE i differences; and it was at firsta n 
ascri lier assumption of the equality of all minds and the consequent 
Elm of ‘laziness’ or deliberate defaulting to less successful 
ness ers. In practice, however, it led to the belief that the backward- 
cla of dull children was irremediable - that they were of differing 
d and required a teaching programme in all respects distinct from 
Ore E their more successful contemporaries. Teachers were uns 
Who in mpted to reduce their efforts to stimulate learning in pupils 
aged little initial success; and at the same time they were EH 
m © put pressure upon those who appeared to be fm e 
wa d than was warranted by their so-called innate ae E d 
ere ore a continuance of something Very like sre A x 
Wer century belief that such pupils *could do better if they ; 
A lacking in interest’ or ‘unwilling to concentrate’. 
o in rallonge to the interpretation which had attributed ed 
nt. gence quotients and had presu lack o zë des 
indi àl components in intelligence test scores Came, as ] ee 
‘ated above, through long-term studies which establishe 
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intrinsic irregularity of mentai growth. The same sort of conclusion 
followed from inquiries which showed a lack of parallelism in 
differing aspects of development. The Harvard Growth studies 
sponsored by Dearborn lent no support to the notion that growth 
spurts in physique or intellectual ability occurred inevitably at the 
same time and the Californian studies analysed by Tyler indicated no 
coincidence of such forms of development as genital maturing and 
learning to read. 

Through these same researches there came also a fuller under- 
standing of the difficulties inherent in the making of comparisons 
between results obtained from tests of differing origins and con- 
structed along differing lines. Much less use than formerly is therefore 
now made of the notion of a mental ratio or quotient. It is recog- 
nized that the significance of such statistics varies with the extent to 
which a test tends to scatter the performance of pupils or to confine 
it within a narrow range. If, for example, the standard deviation of 
a series of educational quotients in one Subject is 15 and that for a 
series in another subject is 20, it is now known that the quotient of a 
candidate in the top two per cent of the group will be expressed as 
130+ in the one instance and 140+ in the other, Both quotients 
indicate a score of at least two standard deviations above the mean 
of 100; but their form of expression obscures the fact that the relative 
position they describe is the same in both. (To meet this difficulty 
inthe farm o percenten saaana se infus be offered 

5 Scores or standardized scores; and 


this convention is commonly used in ri d 
; S eporting test re y 
attainment and of intelligence.)* E sults both o 


For all these reasons the a 


quite large numbers of 
ove 100 and below 100. Y 
III and ` 


* For fuller details i 
see Figure Page 168 in Chapter XI below. 
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In a study of an entire school conducted by the writer there were, 
for example, out of 532 pupils, 182 pupils with an A.Q. above 100 
(subject age in a standardized silent reading test higher than mental 
age in a test of general mental ability). Of these 117 had aii I.Q. 
below 100, 3 had an I.Q. of 100, and in 62 cases the I.Q. was above 
100. In only 18 instances did the reading age coincide with the mental 
age (A.Q. 100); and in only 2 of these was the I.Q. 100. (In 9 cases 
it was above 100 and in 7 it was below 100.) Of the 332 boys and 
girls whose A.Q.s were below 100, 215 had I.Q.s above 100, 7 had 
Los of 100, and 110 had I.Q.s below 100. These figures present an 
obvious challenge to older beliefs; and, since they represent the 
performance of pupils of quite equivalent educational history it 
cannot be claimed that they are explicable in terms of differences in 
the qualifications of the teachers, the socio-economic level of the 
children or the equipment of the school. Their chief interest is that 
they serve to direct attention to the complexity of the conditions 
which affect progress; but similar findings are available from recent 
large-scale testing at age eleven in many English counties, and from 
recorded results of individual tests of intelligence and attainment. 

Another way of expressing this is to say that the correlations 
between results from tests of general mental ability and tests of 
attainment although positive are not absolute. (They vary from one 
Broup of pupils to another; but they are often of the order of 4- 0:6 
and + 0-7 and they rarely approach + 1.) Pupils who are successful 
in one situation tend on the whole to reach success in others; but 
there is no reason to suppose that in a school or a class there will be, 
for example, the same number of pupils above a standardized score of 
115 (or below a standardized score of 85) even in abilities so closely 
comparable as general intelligence, English, and arithmetic. It is 
therefore not now a matter for astonishment that a pupil's score in a 
test on any one of these is no pointer to his probable score on any 
other. A low ratio between age and performance inan attainment test 
is not, in itself, a justification for criticism of the teacher as inefficient, 
Nor is a low ratio between age and performance in an intelligence test 
(à low I.Q.) a reason for condemnation of the pupil as unteachable. 
Still less is there evidence to support the belief that a low ratio 
between standardized scores in an attainment test and an intelligence 
test is of itself an indication that a pupil is not ‘trying as hard as he 
might. 


Awareness of this has come slowly down the decades; but through 
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its realization the concept of ‘retardation’ or ‘underfunctioning’ nas 
fallen into disuse and is now of academic rather than practical 
interest. A diagnosis of dullness or backwardness (a low relative 
status in comparison with one’s contemporaries) is also for Kos 
reasons now used by discerning teachers as a challenge to hope ane 
than a pointer to despair. "What some can do, he may do  - . He 
can at least give it a try.’ Wise teachers are in this sense cognisant 
of the disharmony and variability of growth and they decline 7] 
accept as final what so often proves a merely temporary sct-back.D 


Backward children within their groups 


, 
Some usefulness is still attached to the convention that a ‘backward 
child is one whose performance in an accredited test falls at about the 
fifteenth percentile or is below a standardized score of 85. The BE 
SR UN however, used in a descriptive rather than an explanatory 
a evaluative sense. It is made with the knowledge that there ph. 
Pus dle abilities a range of individual differences and dui 
ts aie any list arranged in order some will do ime from 
the oen Ben ER Some will do worse. Interest has d Jater 
performan E d Deh Pupils with a view to prediction of ur their 
dificulies, A cpi ys) 28 an aid to the understanding ` rg. 
panions E Child who is below the level of most of his o 
of low KE s the attention of his teacher. He may or may n of 
earning to eed and his success may vary from one 
OF social ids. er. He may be backward in speech or In 5 o 
artistic competen ty be subnormal in emotional matis d to 
dem development in all areas is now €XP rised 


be Some : 
.. Somewhat di i Pt 
if his growth is ious; and his teachers are not now SWP 


He may 


Asint at times observap] variable. nse 
to itia ge field of Physica development, the E 
© nature of th, more clearly seen to be related to the amo" yas 
there has Sume nutrition offered; and with the passing © this 
external sinless, livelier recognition of the complex! y a 
textbooks, ion. The methods of the teacher. The aded; ding’ 


H H yu. 

Of schooling 4. tutPment, and ventilation 9 E vis 
educat; ing. The place in the family. The nat” ee 
of accepta w nm and the attitudes of the parents. ` ee way? 
9f bewilder; Jction, of Successful participation Of inn e 


t 5 nt o i i 
hem, Children buila peo All play some part; and, in resp qne 


friendship or dislike, of int! 
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or of willingness to co-operate. In reaction to them also they form 
concepts of themselves which contribute to the consistency of their 
behaviour - while remaining modifiable by each new experience 
encountered. 

Response to teaching is admittedly also a function of personal 
reaction to external stimuli; but in this field, as in the field of delin- 
quency, no one developmental inadequacy is now thought of as the 
chief contributory condition. Backward children, like maladjusted 
children, delinquent children and those millions who attract no 
special attention, admittedly function always within the limits set 
by an inheritance whose effect can not be disentangled from that of 
their environment—past and present. There is again, as in all learn- 
ing, an inner and an outer, an organism anda situation; but in relation 
to backwardness, as to delinquency, the dichotomy between this 
nature and that nurture is now seen to present a pseudo-problem 
whose irreality is comparable to the emptiness of theoretical dis- 
cussions of the ‘individual’ as opposed to the "social" [38] With each 
increase in evidence, attention has therefore, in this field also, been 
deflected to a concern with the ways in which individuals (inescapably 
members of groups) are both acted upon and react against the envi- 
ronmental pressures to which they are subjected from the moment 
of their conception to the day of their death. 

For this reason less emphasis than formerly is now put upon 
specific physical handicaps — sensori-motor defects, laterality, cere- 
bral dominance, congenital word-blindness, eye-voice span, and the 
like — while at the same time there is less firmness of conviction that 
any one method of teaching carries the full answer to any one educa- 
tionai problem. Follow-up studies show in general that the flexible 
and kindly guidance of a democratic classroom results in an increase 
in examinable competence as well as in wholesome personal 
maturing; and differences between classes can be related more defin- 
itely to differences in method of approach than to differences in 
initial intellectual ability. 


Quite relevant to this are the fin 1 
ences between children in larger and smaller schools in urban and 


in rural districts. Socio-economic levels are in general paralleled by 

differences in average performance in tests of intelligence and attain- 

ment; but there is wide overlapping on the part of individual schools 

and individual pupils; and relatively high scores are obtained in the 

Smallest rural schools where teaching skill is high and parental 
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co-operation is effective.[39] Thereis at the same time some reason to 
doubt the permanence of the improvement effected by what has been 
called remedial education, when that is given under special condi- 
tions in clinics or remedial centres at a distance from the schools. [40] 
Among pupils whose hardly-won skills in arithmetic or in reading 
meet no approval from their reference groups there has, for example, 
been reported a subsequent decrease in rate of progress quite com- 
parable with that of the backsliding recorded among delinquents 
after their return to homes and gangs whose meanings and purposes 
have not in the meantime been transformed.[41] In another setting 
somewhat similar lapses into traditional ways have been noted among 
teachers returning from refresher courses to colleagues who see no 
reason for sharing their enthusiasms.[42] This does not mean that 
efforts should not be made to carry further the education of dull 
or backward pupils, delinquent children or teachers in active service. 
It does serve as a reminder that learning is not a matter of mechanical 
responding to impressions received through drill, indoctrination or 
instruction. What is perceived is selective; and the selective process 
is sensitized by the whole situation as it appears to the learner. Some 
part is played by psychological equipment and by the independent 
variables of external stimulation. Much seems determined also by 
the subtle interrelationships of expectancy, of level of aspiration, and 
of a ubiquitous personal longing to see oneself as acceptable, partici- 


patory, and a member of the group to which one believes oneself to 
belong. 
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IX 


THE PUPIL IN THE 
CLASSROOM SITUATION 


Be 


FROM CONSIDERATION OF research into motivation, learning, and 
growth a return may now be made to the classroom with its assem- 
bling of prospective learners face-to-face with a teacher. This collo- 
cation of teacher and pupils is the classroom's most characteristic 
pattern and it may usefully be examined from without (from the 
point of view of the teacher who enters) as well as from within — in 
the light of what is known as to its meaning for pupils and teachers. 


Much heterogeneity 


What is the essence of the situation as seen from without? In the 
first place — and irrespective of any prior efforts at classification — it 
is now known to be characterized by an almost infinite variety of 
attitudes, expectations, and frames of reference established by the 
total prior experience of each pupil, related to their past and their 
present, and changing from day to day with their physical health, 
their interests, their beliefs as to their own competence, and the 
effect upon them of their relationship to parents, to siblings, to peers, 
and to acquaintances. 

For this reason the task of the teacher is never one of mere routine; 


and teachers can not predict the exact effect which a day’s teaching 
will produce in any one of their pupils. 


Some homogeneity 


At the same time, in most parts of the world, there is a considerable 
measure of homogeneity. There may be a certain sameness of 
years, months or days of attendance at school, and of le 
expectations as to the amount and the dur. 
may be uniformity of sex, of lan 
and of religious affiliation. There 


age, of 
galized 
‘ation of schooling. There 
guage, of geographical background, 
may be similarity of socio-economic 
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level; and in some schools, in some districts, and in some countries, 
there may have been classifying or ‘streaming’ according to ability 
on a specified earlier date. 


Complex network of inter-relationships 


Cutting across all this, there is a complicated network of personal’ 
relationships — the pupils in relation to their teachers as followers in 
association with a leader or as a reference group in opposition to an 
outsider,[1] the children in relation to their peers as co-members of 
reference groups, of out-groups and in-groups, as rivals or as co- 
Operating teams, the children in relation to their parents with their 
knowledge of what some adults outside think of schooling in general 
and of this topic and this teacher in particular. 

Overriding these is the common humanity of teachers and pupils 
with their personal needs for appreciation, participation, and insight; 
and their persisting concern with the building of a self-picture. 


What do they think I am like? 
What am I like? 
What would I like to be like? 


At the same time, both teachers and pupils are changing from day 
to day in fashions which are both gradual in nature and disharmon- 
ious or a-rhythmic in direction. What seems an impossible situation 
today may thus be transformed by tomorrow. A superficially small 
alteration in its patterning may be followed by a re-alignment of 
victors or vanquished, of co-workers or opponents, of in-groups and 
Out-groups. , 
Supported by this knowledge, the task of the teacher is more 
challenging as well as more stimulating than it was in the nineteenth 
century or in the earlier decades of the twentieth century, when the 
interpretations of Bain and the associationists were still supported 
by the learning theories of Thorndike and the Behaviourists and had 
not yet been fully challenged by the contributions which had been 
made either by Pavlov (with his admission of the possible interference 
Of distracting sights or sounds or relationships to an experimenter) 
9r by the earlier Gestalt psychologists who, with Wertheimer, may 
ave admitted that past experience Was a Gestalt factor but still 
tended to neglect the variety and the variability of the contribution 
Made by perceivers in the process of perceiving. [2] 
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Inadequate interpretations 


When tempted to say ‘I have told you’, it is therefore important to 
remember that learning is not a mere matter of repetition or practice 
— that it is not a blind response to a an oft-repeated stimulus. The 
inattentive singing of the words of a hymn, the chanting of multipli- 
cation tables, the conjugation of irregular verbs, the transcribing of 
errors in spelling, the copying of correct forms of sentence structure. 
None of these can be expected of themselves to result in improved 
procedures. Learning is now quite commonly recognized as more 
than a mere training of faculties or disciplining of wills. It is not so 
often remembered that it is also more than the mere fixing of a habit 
through either the recency or the frequency of an external presen- 
tation. 

Learners are not passive but active; and only those repetitions or 
exercises which are instrumental to their purposes are effective. In 
more technical terms, only the ‘information’ which confirms an 
existing hypothesis (expectancy or set) is ‘perceived’; and only that 
which is so perceived is learned. The process is not one of condition- 
ing through contiguity (Guthrie) nor reinforcement by simultaneity 
(Pavlov). The careful stimulation of a well-planned blackboard often 
carries no ‘meaning’ to its viewers; and the competent summarizing 
of a teacher or a fellow-pupil can pass without notice. Only those 
experiences which fit into an existing pattern of relationships are 
cognized (Tolman); and the fitting into such cognitive matrices or 
maps is also facilitated by a social consensus acceptable to the 
learner (Postman). 

The reaction of the perceiver is always to the physical and social 
world as that is personally apprehended. It is not an automatic 
sequel to the expert organizing of external conditions. One cannot 
take a horse to the water and make him drink (Skinner) - or take a 
child to school and make him learn — except in so far as the necessary 
prearranging of conditions is held to include the personal involve- 
ment of the child or the horse and the relation of the horse or the 
child to the ‘teacher’. 


Pupils study teachers 


Boys and girls are in all these respects more like their teachers than 

their teachers have often been led to suppose. From the moment of 

first encounter teachers are aware that they should somehow study 
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their pupils; and in a fashion less deliberate but quite as real most 
pupils in turn concentrate on the understanding of their teachers. 


Does this one mean what she says? 

Does he know what he is talking about? 

Am I going to like this one? 

Does this one know what he is expected to do? 

In intent silence (which the teacher-novice may attribute to appre- 
ciation of his skill) the class makes its careful assessments. 


He looks as if he could take a joke. 

She seems to see me. 

I like the sound of his voice. 

I don't like that pointing finger. 

He can't write on the blackboard. 

She doesn't know where the chalk is kept. 
He forgets what he has just said. 


After a period of avid collection 
degree of deliberation which varies wi 
Proceed to further investigations supported by 


What will happen if . . .? 
Will she draw the line at . . .? 
Does he see what is happening here? 


of details, the pupils, with a 
th the traditions of the school, 
experiment. 


The situation as seen from within 
There is some relevance to this in pupils’ answers to the question as 
to what they like best in teachers and in studies of the relationship 
between the relative popularity of a school subject and the degree of 
friendliness felt by pupils towards a teacher. There is, on the whole, 
4 preference for the subjects taught by the more popular teachers; 
but the ‘popularity’ of a teacher in this sense seems related to com- 
Petence as estimated by the pupils - à finding confirmed in Birch- 
More’s record that specialist teachers made less appeal when teaching 
a second subject not their own. It is related also to the satisfaction 
by the teachers of the pupils’ need for personal appreciation and a 
Chance to participate (expressed in the comments has not got 
favourites’ and ‘has patience’). What is desired is not so much a 
generalized ‘loving’ or a sentimentalized encouragement. (Personal 
Praise and blame are characteristic of the authoritarian rather than 
the democratic atmosphere.) There isa certain cool assessment on the 
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part of pupils as of teachers and an alertness of discrimination on 
both sides as to the significance of things said and done. At the same 
time the relationship between each teacher and each pupil is unique. 
Pupils are rarely rated in the same fashion by all their teachers; and 
the same teachers are rated differently by different pupils (Birchmore). 
The issue is further complicated by the fact that pupils do not 
necessarily agree with adult views as to the meaning of certain teach- 
ing procedures. The words used by a dictator may differ only very 
slightly from those used by a democratically-minded guide (Ander- 
son); and some dictators appear to be accepted while others are 
resented (Lewin). Not irrelevant to this was an inquiry with an 
older group of students carried out by Arbuckle at the University of 
Boston. Three types of relationship were studied: student-centred, 
instructor-centred, and a third in which the tutor played the part of 
a consultant. Groups experienced all three types of treatment without 
interpretation of their intention; but at the end of the experiment, all 
three groups believed that the predominating relationship had been 
‘student-centred’. None was aware that it had experienced an 
equivalent amount of direct lecturing and instruction as well as 
treatment intended to take special account of the students’ willingness 
to work independently. The reactions of each group had been to their 
assessment of the genuine kindliness and friendliness of the tutors - 
regardless of the words used or the procedures followed. ‘How can I 
hear what you are saying when what you are is thundering in my 
ears?’ In some such fashion pupils at every age look through the 
externals of the situation and make their decisions accordingly.[3] 


Individual differences 


At the same time it may be remembered that pupils differ in rate 
and intensity of reaction and in capacity to achieve clarity of appre- 
hension. Even in the first weeks of life there are observable differences 
in the responses made by infants to their mothers under what appear 
to be comparable conditions.[4] The world seems to impinge in 
differing fashions on different babies; and an asseveration of the 
possibility of somewhat similar organic variations is implicit in the 
continuing quest of physiologists and physicists for a verifiable 
hypothetical construct between stimulation and response either on 
a neurological model (Zangwill, Freeman, Hebb) or a cybernetic 
pattern (Wiener).[5] 

Pupils differ also from time to time in their immediate reaction 
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to differing types of social climates. This is not because of any static 
attributes of ‘personality’ in the teacher or the child but again seems 
related rather to the ‘hypotheses’ or ‘sets’ with which they approach 
a special situation. The transition from the dictatorship of one 
teacher to the friendly guidance of another has its special problems 
(Lewin). It requires some weeks to ‘take one’s bearings’ with a new 
teacher; and pupils, for reasons which may be quite temporary, find 
satisfaction sometimes in direct prescriptions and the solving of their 
preplexities by another — although on other occasions, and at other 
levels of difficulty, they may appreciate independent inquiry and 
discussion with their peers.[6] Perception of what is superficially the 
same situation thus varies according to the practices to which children 
have been subjected (Orlansky), to the prior attitudes of parents and 
friends (Murphy), to things heard and overheard (Plant), to group- 
membership position as leaders or followers (Sherif), to level of 
aspiration (Lewin), or to expectations of success or defeat (Moodie), 
as well as in terms of organic qualities of sensitivity of reaction.[7] 
. These differences may be found in relation to the school as an 
institution, to teachers as a group, and to lessons in general as well 
as to the perhaps contradictory frames of references held in relation 
to a specific classroom, teacher or task. Friend or foe, comforter or 
tyrant, the one to be followed or the one who is an outsider. The 
connotation of the word ‘teacher’ in the eyes of a class carries no 
Constant meaning. It brings echoes of all earlier relationships; but 
it is perennially new and modifiable in the light of each day’s explor- 
atory behaviour (Sherif). The teacher and the task may, so far as 
Intentions go, remain the same; but the pupils’ understanding of 
Purposes and intentions may at any time expand or contract. The 
assignments of the Dalton Plan or the self-instructive textbooks of 
the Winnetka Technique can for this reason transform the attitudes 
Of troublesome pupils who have, until their introduction, seen schools 
as places where teachers set impossible tasks. When pupils reach 
Insight (see what it is all about) they attain a measure of success 
unknown before; and material which seemed incomprehensible 
when presented too rapidly and in unanalysed fashion may, by : 
Quite simple rearrangement into graded steps, become attractive and 
Pleasantly contributory to the growth of the self-confidence whic. 
Waits upon success. 
_Such classroom experiences react in turn upo learns 
Picture or concept of the self. Motivational support is gamı 
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merely through the avoidance of annoyance and the experiencing of 
satisfiers (Thorndike in succession to Bain) but through the trans- 
lation of these into more personal terms. 


They like me. This of mine is approved. 
I am of sufficient interest to be noticed (reproved). 


In some such fashion the improved responses which occur in favour- 
able social climates follow upon increases in the clarity of the self- 
picture and its modification in the direction of more confident 
co-operation in the outcomes desired by the educator.[8] The task 
of the teacher is not the making of case-studies of each individual 
pupil in order to attach a label to each. It is rather the assisting of 
each child to discover his own educational status and requirements — 
thinking with him rather than viewing him as an object, and recogniz- 
ing (in the fashion of the non-directive therapists) that he is engaged 
always in the organizing of his own perceptual field.[9] 

At the same time it is reassuring for teachers to note that the 
expectancies, sets or hypotheses of each group of pupils are a 
function of the experiences in which they have shared as well as of 
the characteristic ways in which they regard themselves. While each 
pupil is more than an automaton at the mercy of environmental 
forces and while each responds in slightly different fashion to the same 
leadership, there has been a coincidence of past presentation or 
‘information’ which makes communication’ possible, and which 
contributes also to a considerable congruence of intention as between 
pupils and teachers. Pupils are in fact aware that there is much that 
they do not know.[10] They would prefer success rather than failure; 
and the expectations of their reference groups of parents and fi riends 
are in many cases in line with the official intentions of the schools.[11] 
While learning is not a mere response to externally organized prob- 
lems (Thorndike) nor a simple sequel to reinforcement through the 
primary drives of physical threats or rewards (Hull), there is a certain 
communality in the cognitive maps of children and adults which 
makes co-operative action a possibility. 

What was formerly described as attention or attentiveness is for 
such reasons now recognized as an issue of extreme complexity. 
Though there is both an outer and an inner - a stimulation through 
eye, ear, and other sensory receptors as well as an organism respond- 
ing in a characteristic fashion — a pupil's reactions in the learning 
situation are now seen as exploratory rather than random. There is 
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not something which can be vaguely described as a passing ‘from the 
known to the unknown' but rather an enlargement of the known by 
fuller recognition of its relationships.[12] Conquest of the basic 
number combinations comes by way of deeper understanding of their 
meaning coupled with a picture of oneself as one who can both learn 
to react rapidly and who wishes so to react. Among children as 
among animals there is also a direct delight in the acquisition of 
knowledge and manipulative competence;[13] and, through the 
satisfactions given by such accretions of skill, children can be seen 
to learn and to pass by a process of reassurance, support, and en- 
lightenment to some measure of acceptability, participation, and 
insight. 

It was an over-simplification on the part of certain exponents of 
Progressive Education which led in the 1930s to the advice that drill 
should be forgotten, that atmosphere is more important than text- 
books, that one should, for example, not try to teach arithmetic but 
‘teach discovery, life, and nature through arithmetic’. This had its 
value as a protest against an exaggerated emphasis on the forming 
of bonds and as an asseveration (in the language of that time) of 
the fact that learning is ‘subordinate to the growth and the demands 
of the personality-as-a-whole’. Even in a rat viewed externally at a 
Choice-point inamaze there is reason to assume some complex process 
of perceptual organization-à cognitive map (Tolman), ora fractional 
anticipatory reaction to the goal (Hull) - and the learning of human 
beings whether dull or bright, young or old, is admittedly not a matter 
of the mechanical forming of associations OT the fumblings of blind 
trial and error. [14] It is, however, now known with greater definiteness 
than was possible in the 1930s that, while there is a patterning of 
Perception by past individual history, personal SE ae 
Present social pressures, there are also differences whic i cn 
to the quality and the character of the stimulus which is presente À 
Group influences are most powerful in relation to relatively ira ruc- 
tured phenomena (lines or words of similar length, patterns iem 
form, and the like); and the search for honesty of interpretation. 

i i i i ful assessment of probabilities 
Quite an early age shows itself in a caret: usen agi 
(trials and check) which may, on occasions place the p e Ge 
fellow-pupils higher than that of their teacher 1n ue irn e d 
information which is ambiguous in any respect.[16] ` ER reason 
Perceivers, select and accentuate and organize; and pad they are 
also where the directives given by an adult are unce 
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particularly likely not to ‘believe’ all that they are told or ‘remember’ 
all that they see. In the light of current knowledge as to differences in 
reaction to differing degrees of stimulation, it is, therefore, important 
that they receive suitable and skilful tuition — that the phenomena 
presented to them be adequately structured with sufficient repetition 
and sufficient clarity of 'information' to support the perceptual 
‘hypotheses’ which the teacher, for any reason, desires to ‘confirm’. 


The teacher's task 


The task of the teacher is thus not merely that of an enthusiastic 
guide — directing the perceptions of pupils through satisfying their 
psychological needs and changing the patterns of their self-picture 
or the degree of their self-involvement. Teachers are also concerned 
with the quality of the stimulation they offer. They are responsible 
for analyses of the content and the materials of instruction in the 
subjects which they teach and they must make decisions as to their 
methods of presentation (the Teacher as Craftsman). They are also 
expected to undertake an assessment of the success or the failure of 
their educational endeavours (the Teacher as Technician); and they 
must face the issues involved in the educating of human beings who 
are characterized both by a wide range of individual differences and 
by the basic similarities of their common humanity (the Teacher as 
Administrator). 

From consideration of these, a return may later be made to the 
teacher as therapist - as leader in the inter-personal relationships 
through which children in their groups contribute to the education 
of one another, or as producer in the presentation of the drama 
whose ultimate authorship must be accredited to the child.[17] 
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PART V 


THE TEACHER AS 
CRAFTSMAN AND TECHNICIAN 


X 


CRAFTSMANSHIP IN TEACHING 
CENE 


T 
cpm BE described in many ways. They have been likened 
each Pitas e gardeners, or, more recently, to social engineers; and 
may, Lu some inkling of their power. Each metaphor 
Aen Fx > e over-emphasize what is merely one aspect. 
The ‘gardene en towards neglect of what is useful and humdrum. 
their flowers rs’ may too fiercely discard the weeds and segregate 
may lay und into the conformities of neat groups. The ‘engineers’ 
of men ue stress upon the study of efficiencies in the control 
gris may therefore perhaps 
Of a te ls jy using the more humble wor 
acher's skill. Teachers are craftsmen in their concern with the 


Ini . 
ed their hand. They are cognizant of the variety and the 
Processe: b of their charges and aware of the personal and social 
also in T yahsi modifications can be wrought. They are craftsmen 
terms of eir interest in the stimulation they offer — its content in 
through activity and knowledge, and the materials of instruction 
experts j which it can take perceptible shape. They strive also to be 
commend the selection of methods through which its conquest can be 
and thes ed to their pupils. To some consideration of this content 
mae © methods attention may now be given. 
€ sum pect of their pupils the consensus of current evidence might 
med up by saying to teachers: 


be paid to both wisdom and 
d ‘craftsman’ in designation 


Observe them. 
elieve in ^ 
them. 
s understandable. 


haviour i 
in the process 


The 
Y are worthy of study. Their be 
t perennially 


EN are modi i : 
of change ("7 and they are in fac 
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In respect of the subject-matter of schooling the parallel comments 
are: 


Analyse it. 
Organize it. 


Discover its content. Observe the relationships of its difficulties; 
and present it in a setting in which insight is invited and under- 
standing becomes possible. 


"The contribution of educational research 


A transition to this viewpoint was, in brief, the course taken by 
educational research over the decades since experimental education 
as an offshoot from experimental psychology brought research 
workers into the classrooms and prepared the way for the first 
studies of the psychology of school subjects.[2] Mention has already 
been made of some of the pioneers in these fields: Meumann, Search, 
Adams, Decroly, Claparéde, Sandiford, Rusk. Their first challenge 
was to an extreme formalism which, in the tradition of the gram- 
marians, presented first the final product of a scholar's definition and 
proceeded by deduction to the subsuming and the memorizing of 
details. Three strands of thinking contributed to the discrediting 
of this procedure. 

(a) The connexionists, inspired by Thorndike's work on the 
associative elements in learning, analysed the content of school 
subjects into many small steps corresponding to difficulties revealed 
by study of errors and successes in the first survey tests of the 1900s 
and the 1910s. This, in an extreme form, led to undue concentration 
upon drill and attention to immediate utility — the search for the most 
frequent words (for inclusion in spelling lists and as the vocabulary 
of books to be read), and inquiries into the most useful arithmetical 
processes and problems, and the geographical, historical, and scien- 
tific facts to which reference was most often made in current adult 
conversations or children's usage. 

(b) An early reaction against this on the part of Dewey and others 
prepared the way for fuller concern with the activity of the learner. 
This, while using at Winnetka the products of the analytic approach, 
admitted through the Dalton Plax the need for interest and personal 
responsibility and through the Project Method took pupils outside 
the schools for the collection of information on the actualities of 
civic life and the origins of the materials in common use. 
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The ‘technique’ organized at Winnetka under the inspiration of 
Carleton Washburne had as its essence a distinction between the 
basic curriculum - Reading, Writing, Counting, and the like — in 
which complete individual mastery was desirable for all pupils to 
the limits of their power and the more socialized activities such as 
art, music, and handicrafts in which group co-operation might be 
permissible. As an aid to the former, new textbooks were constructed 
in such a way that they permitted self-instruction, self-correction, 
and the diagnosis of difficulties. Through these books all pupils 
Were encouraged to work steadily at their own rate, conquering 
each step as they went. : 

The *plan' arranged at Dalton by Helen Parkhurst used traditional 
textbooks coupled with detailed ‘assignments’ for each day, each 
Week or each month according to the age of the pupil. Pupils were 
responsible for the completion of each assignment; but they were 
free to determine the order of their working and they moved to 
different subject ‘laboratories’ in terms of their own intentions and 
the availability of books, charts, etc. This freedom of choice was 
Checked by a strict graphical recording of the units of work which 
Were completed and tests which had been passed. ^ i ] 

The ‘Project Method’ owed much to the inspiration of Kilpatrick 
and his emphasis on the value of studies whose purpose was known. 
Its message lay in the suggestion that in place of a series of subjects 
Pupils should undertake a ‘project’ such as the study of postal 
Services, the running of a shop or the reconstruction of an episode. 
In the course of such endeavours it would become necessary to read, 
to count, to write or to draw; and the necessary learning would carry 
Conviction and evoke enthusiasm.[3] 

A later form of the same challenge was presented by Katona, 
Wertheimer and their successors when they directed attention to 
the Significance of insight and recognition of relationships in the 
Conquest of mathematics or science, [4] to the part played by Ka 
In the process of learning to read,[5] and to the relevance of socia 
maturity in the understanding of history or Seine 6 eme Hn 

(c) A slightly different development was suppor tec BY $ 2 Pans 
dents of learning who laid stress on the contribution of past ex 

i i is had its affinities with the work of 
Perience to present perception. This ha i eise 
Clinical psychologists and of social psychologists ^ DECH 
Chapters IV and VI above. Its contribution to the pt d cy Ga 
in its emphasis on the WC attitude and level of asp ; 
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on the satisfaction of personal needs and the building of an accept- 
able self-picture. 

Through these three lines of influence the work of psychologists 
has in the last few decades contributed to a silent educational revolu- 
tion in the schools of most countries. A fuller understanding of what 
is to be taught — the analytic approach. A clearer appreciation of the 
activity of the learner through personal insight — the gestaltists' 
approach. A deeper awareness of the complexities of interrelation- 
ships in the act of perception as well as in the contacts of a classroom 
group - the perceptual and social approach. Recognition of the 
significance of these three and a firm retention of the benefits con- 
ferred by each is a task worthy of the highest endeavours of the 
craftsmen who will be teachers in the schools of the future. 

Fuller consideration will be given in later chapters to the relevance 
of these to measurement and to other administrative problems. Here 
attention is directed rather to representative issues in the presentation 
of certain subjects chosen in terms of the volume of psychological 
research which has been devoted to their elucidation. No attempt is 
made to cover the whole field of the psychology of each school sub- 
ject.[7] It may, however, be noted that in each field and at every level 
it is well that analysis be adequate and that opportunities bc given 
for the participation of each pupil and the co-operative support of 
each group. Beyond this there are certain similarities of structure and 
procedure which render many possible inquiries both unnecessary 
and unduly repetitive. 


Learning to read 


The first formal endeavour of the infant school is directed to the 
teaching of reading; and success in this comes through the discovery 
by pupils that communication of meaning is possible through certain 
symbols on blackboard or paper. This discovery is prepared for by 
experiences and conversations which encouragechildren in their belief 
that the world is interesting and full of new things to do and fresh 
things to learn. 

Boys and girls on entry to school know that they are growing up. 
Babyhood is left behind. They have come out to *work'; and the wise 
teacher neither despises nor neglects their aspirations after the pur- 
poseful and the mature. The first steps in learning to read are, how- 
ever, quite informal. The teacher has a ‘book’ out of which she ‘reads’ 
stories which are a delight. The teacher has a blackboard on which 
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she draws patterns to convey special messages to the class. ‘coop 
MORNING.’ ‘TIME FOR MILK.’ ‘STAND UP.’ ‘SIT DOWN.’ The patterns are 
always the same; and almost unawares the pupils come to distinguish 
one from another. Meanwhile many other activities prepare the way 
for further attention to small differences in shape and direction. The 
pupils match or classify pictures, toys, counters, shells or beads. 
They draw and paint. They dance to music. They sing. They tell of 
their adventures and listen to those of others. In the course of these 
experiences the perceptual processes relevant to reading are quite 
unwittingly being used. They are ‘learning’ to differentiate. (This 
was the point made by Hebb in the elaborate organization of 
cell-assemblies and phase sequences which he postulated to account 
for differences in the recognition of details on the part of animals 
With and without earlier perceptual stimulation. It was explicit also 
In the stress laid by Bartlett and by Vernon on the contribution of 
established schemata to present perceiving; and it is expressed in a 
slightly different fashion by Harlow's reminder that in a very real 
Sense there is a ‘learning to learn’.)[8] — 
The next step is taken when the pupils’ record of their thinking is 
transferred from large surfaces such as pavements, blackboards or 
Poster-sheets to small pieces of paper on which to begin their own 
first ‘book’. This may be, as at Winnetka, an illustration of something 
Which the teacher has read to them at an earlier stage. It may bea 
Story of their own inventing.[9] For a title to each picture the teacher 
can then supply appropriate words: ‘This is Tom. He is coming to 
Play." and praise may be given for the accurate ‘reading’ of each 
ine, 
In some such fashion recognition of the sha; 
se who are reared in an Li miam in which words and books 
are part of the accepted pattern of living. In some such fashion at 
à much earli Ven? in the understanding and 
ip eH earlier age the first steps were taken 1n the Iso tlie expert 
© imitation of speech; and in some such fashion also 


teacher of a foreign tongue later es tacts of 
Pupils with the rhythms and the patte 
Pro, E this ‘sentence-method’ of introducing the 
is (UR is next made to the division of a sentene do 
Wi one, if possible, by the pupil’s own use of scissors d 2 
Ords can then be matched with the sentence from Mas 3 A zi 
games can be played to encourage rapid nde Kë 
P knowledge of a few dozen words has been established, 
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book can be introduced in which the same words are to be found — at 
first in the order familiar to the pupils and later in mixed order 
leading to the ‘discovery’ of a new story.[11] 

This, in essence, is the content of the initial stages sometimes 
described as the ‘sentence-method’ or the ‘look and say’ approach 
to reading. They are in direct challenge to the older ‘associative’ 
procedure in which a beginning was made with the naming of the 
letters of the alphabet — A, B, C, (the alphabetic approach), with the 
sound of the vowels and the consonants (the phonic approach) or 
with phonetic symbols for each sound (the phonetic approach). They 
make possible the personal activity of pupils through recognition of 
the meaning of what is seen and through the provision of sets of ‘key’ 
pictures and sentences with which any word can be ‘matched’ if there 
is uncertainty as to its significance. 

These methods do not at first draw attention to the constituent 
elements in words nor confuse children by an emphasis on simi- 
larities and differences within them. They are not, however, pro- 
cedures which cover all that has to be learned; and they were not 
intended by their originators to be the only line of approach. At an 
early stage the step must be taken to the making of discoveries about 
words ~ ‘word-making and word-taking’, word-matching, word- 
rhyming, and guessing games involving the recognition that certain 
words sound alike and, later, that certain words begin with the same 
sound. ‘I am thinking of something. It begins with a b...’ (if the 
pupils say ‘house’ or ‘waistcoat’ it is probable that they are not yet 
ready for the phonic analysis of printed material.) 

In protest against a one-sided emphasis on too much mere ‘looking’ 
and ‘guessing’ there has been in recent years a reaffirmation of the 
value of such phonic analysis and the proposal that reading books 
should be constructed in a fashion which conforms to the simplest 
rules of direct linkage of sound and spelling.[12] This protest is 
important as a reminder that a contribution is made by hearing as 
well as by seeing; and it is useful through its provision of alternative 
material which may be tried with a pupil who has missed the way with 
the methods in general use in many Infant schools. 

Many of the successes of remedial treatment are attributable to 
the fresh hope supplied by a teacher who forgets past failure and 
permits a backward child to try again in another way. The re- 
presentation of the case for phonic analysis is quite in line with the 
belief in educability which inspires such efforts; and it is thus in 
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direct contradiction to the supposition that a child who fails to learn 
to read is a child without the organic capacity for reading or one 
Whose ‘organismic age' is such that he has not reached the stage at 
Which the learning of reading can most suitably be placed.[13] 


Age-placement or reading-readiness 
Little emphasis is now put on the topic of ‘age-placement’ in reading 
or in other subjects since it is a matter on which there is much less 
Certainty of affirmation than in the first flush of enthusiastic belief 
in the congruence of mental ages and subject ages (see Chapter VIII 
and Chapter XII below on the testing of intelligence). With fuller 
understanding of the complexity of each process it is not now said, 
for example, that reading can not begin until a mental age of six 
and a half years has been reached or that an interest in spelling does 
not appear till a mental age of nine. The contribution made by 
differences of approach and of attitude on the part of both teacher 
and learner is now more fully glimpsed; and interest has turned to 
the Study of reading-readiness at a variety of levels and to the need 
for continued diagnosis and suitable stimulation through primary 
School and secondary school as well as at the tertiary stages of 
education in University or College.[14] il 
Contributory to this also is the recognition that for some pup! f 
With a certain history of earlier hopes and fears, the method o 
Choice may be one which makes use of muscular skills -a kinaesthetic 
Approach which permits tracing or copying or feeling ae Set 
Of raised letters or even the building up of words with the use o d 
YPewriter. Through these a measure of success may be attaine 
> ough thes d much 
Which seemed impossible in the light of other past defeats an 


earlier experience of inadequacy.[15] 


Discovering arithmetic 3 the signi- 
A Similar variety in approach and a similar emphasis e qusc 
ta ance of meaning now characterize the encourageme ce steps in 
tive thinking through which boys and girls take their 
e e y of arithmetic.[16] 
inr, ZE) relevant experience comes in t e the per- 
formal sorting pail counting which were operat; SCH? 
SPtual skills Which prepared the Way for d upils before 
th "ber concepts are included in the thinking af ps Lë narrow, 
Y come to school.[18] Taller, shorter, many, E 
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one, two (three, four, five), more, less - such words may be freely 
used and their meaning may be understood with greater or lesser 
clarity. The first more formal steps can be planned with the know- 
ledge that mathematical thinking is concerned with classifying, 
(the cardinal numbers and the number system in terms of tens) with 
setting concepts in order (the ordinals and comparisons of size) and 
with awareness of relationships (the basic number facts O + 0, 
0 — 0, 0 x 0, 0 = 1 and their successors in the 390 combinations 
which form the substructure of arithmetic). These can be ap- 
proached by the three stages of discovery, recognition, and use.[19] 

Discovery comes through counting, comparing, and building 
up new groups or new models from their contributory parts. How 
many pupils are ready? How many little tables do we need to make 
a big one? How many shells are in that box? How many steps are in 
the big stair? Suitable material in the form of blocks of differing 
colours and geometric shapes has been popularized in Montessori's . 
modifications of Seguin's apparatus, and, more recently, in the 
equipment suggested by Stern and by Cuisenaire.[20] Such blocks 
are useful as aids to the discovery of the meaning of numbers and as 
guides in the exploration of their relationships. They are props to be 
discarded when progression, at any level, is made to the next stages 
of recognition and of use. An undue enthusiasm for classroom 'activ- 
ity' has, however, sometimes tempted teachers to linger too long in 
the rather aimless encouragement of undirected manipulation of 
miscellaneous objects. The progression to ‘arithmetic’ is more joy- 
fully accepted by pupils when counting and sorting are early accom- 
panied by the more 'grown-up' undertaking of 'keeping a note". 
‘This is how we write the story.’ ‘Here is what the number looks like.’ 
*You may write it down.’ The picture of the two cows has on it a 
‘drawing’ of the digit 2. The box with eight counters may have in it 
a card showing eight counters and the digit 8; and the pupils may be 
supplied with blackboards and with paper on which they may record 
their own discoveries after they have made them. No emphasis need 
be put on perfection of shape; and marked variations may be antici- 
pated in the rate of transition from ‘sorting’ by colour, size or shape 
to ‘counting’ the groups produced, and thence to the ‘recording’ of 
what has been found out. 


How many are there? 
I don't know. 
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Count to find out. 
There is no hurry. 


This is tl 
he first stage of di m 
comes quite simply. j scovery. The transition to recognition 


How many are there? 

I think I know. 

Write it down. 

Kees find if you are right. 
ere is plenty of time. 


This s H ; 
digits 1 box by question-answer cards with pictures or 
E ouient e (the question), and digits and pictures on the other 
right? ... Gë? the answer). "What is the question? Is the answer 
discourages the e card over and find out.’ Immediacy of correction 
` group ga recollection of wrong solutions; and individual and 
games can foster speed of reaction. 


How man 
d 

know y does that make? 
H 

Ow fast can I give the answer? 
of use may readily be 
ough projects in which 
h the intrinsic satisfy- 
ich can come from 
rovide for 
d offer 
f each 


Fro : 
tec denen transition to the third stage 
Work is "nes ugh oral stories and problems, thr 
Dess of ege as a means to an end, and throug 
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first unintelligible; and later imitative use of the same patterns is 
then checked against and rewarded by the comprehension of an 
audience to whom the remarks are directed. 

Gradual differentiation of a pattern which was first perceived as 
a whole thus follows upon more extensive practice; and usage, which 
was at first oral and then written, may later be paralleled by the 
introduction of printed materiai on question-answer cards in associa- 
tion with informative pictures or designs.* Such a direct method 
of approach to foreign tongues is (like the ‘sentence-method’ in the 
introduction of reading and the active exploration of quantitative 
relationships in Arithmetic) in line with the contribution made by 
insight and by the 'expectation' of meaning in the interpretation of 
perceptual patterns of more formal style (see Chapter VI above). 


The conquest of a skill 


In not dissimilar fashion approaches are now made to the conquest 
of a new skill. In an atmosphere of hope and trust — ‘of course you 
can'-the teacher, with full awareness of individual differences, 
plans to ensure thorough mastery by careful analysis of content and 
by preliminary introduction of relevant contributory movements of 
the larger or smaller muscles in eye or ear or limb. Through orderly 
arrangement of tasks an attempt is made to avoid unnecessary defeat; 
and by balanced practice each success is consolidated into a more 
confident ultimate performance. From the pupil's point of view, 4 
general awareness of the total pattern is followed by insight into 
and appreciation of its meaning. This comes both through perceptual 
recognition of its content and through confident use of each contri- 
butory skill. The pupil who learns to ski, to skate, to dance, to 
paint, or to sing can thus be set on the road which leads to success. 
The teacher who is a craftsman has helped to place him there. The 
distance he will travel depends on his own attitude, expectancy OT 
set, and also on the social consensus of his group in its effect upon 
his willingness to persevere with the later experiences which alone 
will bring his skill to its perfection. 

A somewhat similar placing in the total setting of the pupil's 
development is discernible in modern approaches to the study of 


* The ‘question-answer card’ is useful in a variety of forms. Its essence, wher- 
ever it is used, is that it gives a question on one side of the card and on the other 
side of the same card the same question along with its answer. (For suggestions 
as to methods of use, see Fleming, C. M., Manual to the Beacon Arithmetic. 
Lond.: Ginn. 1948.) 
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certain content subjects. Of these history may be selected as an 
example. 


The study of history 


The choice of historical topics for history courses in schools has, 
like the order of their presentation, been influenced by successive 
interpretations in the fields of philosophy, psychology, and education. 
It was at one time proposed that they be determined by the supposi- 
tion that children recapitulate a racial progression from primitive 
man through agriculturalist to industrialist or technician.[23] It was 
later Suggested that Jung’s archetypes should be reflected in the 
grouping of topics round notions such as mother-father, the hero, the 
Shadow, the wise old man, and the wise old woman, [24] or that 
historical surveys might be arranged according to centres of interest 
Starting with the familiar things of everyday life and tracing these 
backwards in time and outwards in space. [25] It has also been claimed 
that a beginning should be made with stories of romantic adventure 
followed by treatment of the same episodes in tales reflecting the 
Usefulness of expanding commerce and, later, by an argumentative 
Interpretation of their political relevance. Cutting across all these 
has been the recurrent proposal that what is necessary is a time-chart 
Showing the events of today, fifty years ago, one hundred years ago, 
and so on down the ages.[26] 
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Some inkling of this may be detected in Piaget's anecdotal records 
of the growth of comprehension of words relating to causation, 
quantity, time or space; and what Piaget offers can most fully be 
appreciated when it is placed in this context of the expansion of 
vocabulary through the enlargement of experience which follows 
upon the exploratory and discriminatory contacts of ordinary living. 
In the field of history, as in the initial steps in reading, counting, and 
the like, children are all the time "learning to learn'; and through the 
invitation to interpret and to carry out personal investigations in 
*source-books' and primary records, the craftsmen among the history- 
teachers of today are maintaining interest and enthusiasm in groups 
of pupils who formerly, under less skilful procedures, showed what 
was taken to be both ‘inevitable unwillingness’ and ‘biological 
unreadiness' to learn. 

In fashions such as these attention is turning in different fields to 
the organizing and reorganizing of material and the guiding of pupils 
towards insight and co-operative activity. It is thus no longer sug- 
gested that the teacher's responsibility lies mainly in the provision 
of drill whether on sounds and letters, on tables, on words or on 
dates; and in these, as in other subject fields, both teachers and pupils 
are reaching fuller understanding of the complexities and the delights 
of the learning situation. s 


REFERENCES 


1. On this see also: PRESCOTT, D. A., et al., Helping Teachers Understand 
Children. Washington: American Council on Education. 1945. 
2. FLEMING, C. M., Research and the Basic Curriculum. Lond.: Univ. of 
London Press. 1946 and 1952. 
See also the Yearbooks of the National Society for the Study of 
Education since 1902. Chicago: Univ. of Chicago Press. . 
3. For an accessible summary see: FLEMING, C. M., Individual Work in 
Primary Schools. Lond.: Harrap. 1934. 
4. KATONA, G., Organising and Memorising. N.Y.: Columbia U.P. 1940. 
BROWNELL, W. A., Arithmetic in Grades I and II. Durham: Duke Univ. 
Press. 1941. 
5. RUSSELL, D. H., Children Learn to Read. Boston: Ginn. 1949. 
WERTHEIMER, M., Productive Thinking. N.Y.: Harper. 1945. 
STERN, C., Children Discover Arithmetic. N.Y.: Harper. 1949. 
PEEL, E. A., Brit. J. Educ. Psychol. XXV. Ill. 135-44. 1955. 
LEE, D. M., ibid. XXV. III. 178-89. 1955. 
164 


12; 


. HODGSON, F. M., Learning 


1. 


CRAFTSMANSHIP IN TEACHING 


See also relevant chapters in: GATES, A. I. (Chairman), Reading in the 
Elementary School. 48th Yearbook of the National Society for the 
Study of Education. Pt. II. 1949. 

STRANG, R., MCCULLOUGH, C. M., and TRAXLER, A. E., Problems in 
the Improvement of Reading. N.Y.: McGraw-Hill. 1946 and 1955. 

BIRCH, L. B., Brit. J. Educ. Psychol. XX. II. 73-6. 1950. 


- ABOUZIED, H., An Enquiry into the Learning of History by Adolescent 


Pupils between the ages of Sixteen and Nineteen. Ph.D. Thesis. 
London. 1955. 


- For relevant bibliographies see: FLEMING, C. M., loc. cit. [2]. 1946 and 


1952. 
See also recurrent summaries in the Review of Educational Research, 


and reports of investigations in the British Journal of Educational 
Psychology, the publications of the Scottish Council for Research in 
Education and the corresponding bodies in Australia, New Zealand, 
England and Wales, etc., the publications of the Bureau of Educa- 
tion, Teachers College, Columbia University, New York, The 
Journal of Educational Psychology, The Journal of Educational 
Research, The Journal of Experimental Education, The Elementar y 
School Journal, the Mathematical Gazette, the Mathematics Teacher, 
the Yearbooks of the National Council of Teachers of English, of 
Mathematics, of the Social Studies, etc., and reports on relevant 
topics by U.N.E.S.C.O. : 

See, for example, VERNON, M. D., A Further Study of Visual Percep- 
tion. Cambridge: C.U.P. 1952. 

GIBSON, E. J., Psychol. Bull. 50. 401-31. 1953. 


. FLEMING, C. M., loc. cit. [3]. 1934. 


RUSSELL, D. H., and KARP, F. E., Reading Aids through the Grades. 


N.Y.: Teachers’ College, Columbia U.P. 1938 and 1951. 
Modern Languages. Lond.: Routledge. 


1955. d 
For a description of the Winnetka material see also: WASHBURNE, C., 
Adjusting Ce School to the Child. N.Y.: World Book Co. 1932 
DANIELS, J. C., and DIACK, H., Learning to Read. Lond.: Chatt'o & 
Windus. 1954. 
FLESCH, R., Why Johnny can't Read. N.Y.: Harper. 1955. p 
DANIELS, J. C., and DIACK, H., Progress in Reading. Univ. of Notting- 
ham, Inst. of Educ. 1956. 


With these may be compared: 
BOYCE, E. Di, Sea to Read. Lond.: Macmillan. 1940. 


CARTER, H. L. J., and MCGINNIS, D. J., Learning to Read. N.Y.: 


M -Hill. 1953. E 

TN eine es E., Teaching Children to Read. Lond.: Newnes 
Educational Publishing. 1955. A 

Ho. buche Her Child to Read. N.Y.: Harper. 1948 and 


1955. " Ss 
GRAY, W. s., The Teaching of Reading and Writing. U.N.E.S.C.O. 
1956. 
165 


G 


13. 
14. 


15i 


16. 


In 


18. 


19. 


20. 


21. 


TEACHING: A PSYCHOLOGICAL ANALYSIS 


HARRIS, A. J., How to Increase Reading Ability. N.Y.: Longmans. 
1940 and 1956. 

See also: TYLER, F. T., J. Educ. Psychol. XLVI. 2. 85-93. 1955. 

FLEMING, C. M., loc. cit. [2]. 1946 and 1952. 

GRAY, W. S. (Chairman), Reading in the High School and College. 
47th Yearbook of the National Society for the Study of Education. 
Pt. II. 1948. 

BAKER, W. D., Reading Skills. New Jersey: Prentice-Hall. 1953. 

BLACK, E. L., Brit. J. Educ. Psychol. XXIV. 1. 17-31. 1954. 

CLIFT, D. H. (Chairman), Adult Reading. 35th Yearbook of the 
National Society for the Study of Education. Pt. II. 1936. 

FLEMING, C. M., loc. cit. [2]. 1946 and 1952; and FLEMING, C. M., 
loc. cit. [3]. 1934. 

See also recent records of the efficacy of a therapeutic approach which 
is non-directive: 

BILLS, R. E., J. Consult. Psychol. XIV. 2. 140-9. 1950. 

BILLS, R. E., ibid. XIV. 4. 246-9. 1950. 

POTTER, M., ibid. XIV. 4. 250-5. 1950. 

SEEMAN, J., and EDWARDS, B., ibid. XVII. 6. 451-3. 1954. 

STERN, C., loc. cit. [4]. 1949. 

KHAN, Q. J. A.,.A Study of the Arithmetical Experience of Certain 
Groups of Children in an Infant School. M.A. Thesis. London. 1953. 

For recent general discussions see: RUXTON, 1. M., The Pathway Plan. 
Lond.: Univ. of London Press. 1938 and 1951 (revised). 

MELLOR, E., Education through Experience in the Infant School Years. 
Oxford: Basil Blackwell. 1950. 

SERJEANT, F. IRENE, From Day to Day in the Infant School. Lond.: 
Blackie. 1952. 

A recent summary is given in: 

MARTIN, W. E., Genet. Psychol. Monographs. 44. 147-219. 1951. — 

See Buswell’s work as reflected in published text-books and in 
BUSWELL, G. T. (Chairman), The Teaching of Arithmetic. 50th 
weg of the National Society for the Study of Education. Pt. D. 
1951. 

See also: FLEMING, C. M., Manual to the Beacon Number Books. 
Lond.: Ginn. 1948. i 
MONTESSORI, M., The Advanced Montessori Method. Lond.: Heine- 

mann. 1918. 

DRUMMOND, M., Learning Arithmetic by the Montessori Method. 
Lond.: Harrap. [n.d.]. 

STERN, C., loc. cit. [4]. 1949. 

CUISENAIRE, G., and GATTEGNO, C., Numbers in Colour. Lond.: 
Heinemann. 1954. . 

MACFARLANE SMITH, I., Education Papers. Newcastle upon Tyne: 
King's College Education Society. VIII. 3. 14-25. 1956. F 

See, for example: FLEMING, C. M., Beacon Number Books. Lond.: 
Ginn. 1948. 

FLEMING, C. M., The Beacon Arithmetic, Lond.: Ginn. 1939 and 1948 

166 


CRAFTSMANSHIP IN TEACHING 


. HODGSON, F. M., loc. cit. [10]. 1955. 
. HALL, G. S., Educational Problems. N.Y.: Appleton. 1911. 


Cf. WILSHERE, P. N., An Attempt to Consider a Syllabus in World 
History Suitable for a Year's Course in a ‘Senior’ School. M.A. 
Thesis. London. 1931. 


- HENDERSON, J. L., The New Era in Home and School. 37. 1. 1956. 
. JEFFREYS, M. V. C., History in Schools. Lond.: Pitman. 1939. 


HEMMING, J., The Teaching of Social Studies in Secondary Schools. 
Lond.: Longmann. 1949. 


. BURSTON, W. H., Educ. Rev. III. 2. 100-8. 1951. 
. ABOUZIED, H., loc. cit. [6]. 1955. 


Sce also: BASSETT, G. W., An Experimental Study of Mental Processes 
Involved in the Comprehension of Historical Narrative. Ph. D. 


Thesis. London. 1940. 
BRADLEY, N. C., Brit. J. Psychol. XXXVIII. 2. 67-78. 1947. 


167 


XI 


THE MEASUREMENT OF 
ATTAINMENT 


THE MEASURING OF attainment is not an activity of recent date. It 
has always, in one form or another, been a part of the teaching- 
learning situation. 

Teachers desire to know the effectiveness of their tuition. They 
wish to discover the main difficulties encountered by their pupils. 
„Have I succeeded in teaching what I intended to teach? What part of 
the work requires to be repeated? 

Teachers are also interested in the relative success of individual 
pupils (ranking them in order of achievement) and they are concerned 
with the specific mistakes and weaknesses of the groups with which 
they are immediately concerned. Which pupil is in most need of 
attention? What exact help is particularly required? 

In questions such as these the science of examining had its origin. 
It was an extension of the ordinary give-and-take, question-and- 
answer of the classroom; and in its essentials it took two forms — 
the examining or testing designed for a general survey of the field 
(survey testing) and the testing planned to permit diagnosis of 
individual difficulties (diagnostic testing). Of these, survey tests were 
developed first and their consideration may take precedence over the 
more specialized topic of diagnosis.[1] 


Survey tests 

Survey tests in a very direct sense have their prototypes in the 
routine class examinations which are conducted in written or oral 
form by teachers in their own classrooms or within the limits of their 
own schools. These examinations are devised for a known group of 
pupils and cover the tasks prescribed in a specified period - a week, 
a month, a term or a year. They are intended for use with one group 
only. They are of no predetermined length or content. Their wording 
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is based on the classroom pattern of more or less generalized 
instructions: ‘Write an essay on . . . Give an account of. . . Find the 
answer to . . . Solve the following problem. . .' They provide clues to 
the amount of learning which is occurring and to the nature of the 
difficulties experienced by a class as a whole. They permit active 
participation on the part of pupils. They stimulate revision. They 
encourage the extension of interpretations to new fields and they 
foster the acquisition of new skills. 

So long as a contribution of this sort within the limits of one 
classroom was all that was required, there was no serious challenge 
to what have been called old-type (or essay-type) examinations. 
When, however, through the pressures of an enlarging school 
population in the schools of Europe and North America at the end 
of the nineteenth century studies began to be made which needed an 
order of merit within a larger group and cuestions were asked which 
required a knowledge of the exact nature of a scholastic difficulty, it 
had to be admitted thatold-type examinations must be supplemented 
by instruments of a more discriminating kind. 

The attack on the traditional type of examining came from two 
quarters: 


(a) from those who criticized the subjectivity of its marking (the 
idiosyncrasies of examiners and the limitations in their power 
to appreciate degrees of merit in a complex performance); and 

(b) from those who challenged the narrowness of the sample of 


ability which it assessed. 


The first was among the earliest fruits of the movement for the 
Scientific study of education. The second was stimulated at a slightly 
later date by the analysis of the content of school subjects undertaken 
under the influence of the theories of learning developed by Thorn- 


dike and his followers. 


Criticism of subjectivity of marking 
In London in the 1880s Edgeworth, with illustrations provided by 
Bryant from the marking of a variety of subjects, discussed the 
element of chance in teachers’ marks. [2] Twenty years later similar 
findings were turned to practical use by Dearborn and Rice in 
Criticisms of school procedures and in suggestions for the reorganizing 
of educational activities.[3] Since then many other research workers 
have offered relevant evidence based upon different types of inquiry 
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in relation to different numbers of pupils and different age-groups. 
[4] These studies may be classified according to differences in design 
and differences in the statistical treatment of results. Most of them 
fall into one or more of the following patterns: 


1. 


tA 


the marking of old-type papers in school subjects such as 
Mathematics, Classics, Physics or English by a number of 
markers - Edgeworth 1888, 1890, Starch and Elliott 1912, 
1913, Hartog and Rhodes 1935, 1936; 


. the marking of a small number of essays by a large number of 


markers -Starch 1916, Boyd 1924, French inquiry cited in 
Hartog and Rhodes 1935; 


. the marking of a considerable number of essays by a small 


number of markers - Edgeworth 1890, Hudelson 1923, Thom- 
son and Bailes 1926, Hartog et al. 1935, 1936, 1941, Cast 1939, 
Morrison and Vernon 1941, French inquiry cited in Hartog and 
Rhodes 1935, Wiseman 1949, Finlayson 1951, Vernon and 
Millican 1954, Nisbet 1955, Penfold 1956; 


. the remarking of essays or papers by the same marker after an 


interval - Edgeworth 1890, Starch 1916, Hudelson 1923, Hartog 
et al. 1935, 1936, 1941, Morrison and Vernon 1941, Wiseman 
1949, Finlayson 1951, Nisbet 1955; 


. the marking of more than one essay from the same candidates 


- Thomson and Bailes 1926 (reported independently), Hartog 
and Smith 1941 (reported independently), Hudelson 1923, 
Finlayson 1951, Vernon and Millican 1954; 


. the marking of essays according to differing marking schemes 


by the same examiners - Hudelson 1923, Hartog and Smith 
1941, Cast 1939, 1940, by different examiners, Morrison and 
Vernon 1941, Nisbet 1955; 


. the marking of essays by teams of examiners — Hudelson 1923, 


Finlayson 1951 (random selection); Wiseman 1949, Nisbet 1955 
(team selected after prior trial); 


. the marking of essays in conjunction with the marking of new 


type tests worked by the same candidates — Hartog and Smith 
1941, Finlayson 1951, Vernon and Millican 1954, Nisbet 1955, 
Peel and Armstrong 1956, Pidgeon and Yates 1957. 


From the point of view of conclusions formulated it can be said 
that all essential findings as to the elements of chance in subjective 
marking and the disagreement of examiners are to be found in 
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Edgeworth 1888 and 1890, Starch 1916, Boyd 1924 and Hartog and 
Rhodes 1935, 1936. They have been confirmed by correlation 
techniques by Hudelson 1923, Thomson and Bailes 1926, Hartog 
et al. 1935, 1941, Cast 1940, Morrison and Vernon 1941, Wiseman 
1949, Finlayson 1951, Vernon and Millican 1954, Nisbet 1955, 
Penfold 1956, elaborated by factorial analysis, Cast 1940, Hartog and 
Smith 1941, Morrison and Vernon 1941, Finlayson 1951, Penfold 
1956; and expressed in more exact form by analysis of variance, 
Cast 1939, Hartog and Smith 1941, Morrison and Vernon 1941, 
Finlayson 1951, Vernon and Millican 1954, and by analysis of co- 
variance, Penfold 1956. 

All essential findings as to the inconsistencies of examiners from 
one occasion to another are reported in Edgeworth 1890, Starch 1916, 
Hartog et al. 1935, 1936. They have been elaborated in Hartog and 
Smith 1941, Morrison and Vernon 1941, Wiseman 1949, Finlayson 
1951, Nisbet 1955. 

All essential findings as to the disagreements in marking by teams 
selected at random are included in Hudelson 1923 and confirmed by 
Finlayson in 1951. The inconsistencies in marking shown even by 
highly selected teams are exemplified by Wiseman 1949, Finlayson 
1951, and Nisbet 1955. , , 

In spite, therefore, of variations in experimental design and in 
statistical techniques it has to be admitted that go investigation has 


refuted the general early conclusion: 


that the marking of essays or essay-type questions shows significant 
inconsistencies as between one marker and another as well as by 


the same marker from one occasion to another. 


Criticism of narrowness of sampling . 
Discussion of the sampling of ability in traditional examinations took 
at first the form of inquiries into the consistency of the performance 
of the same candidates from one occasion to another. Very detailed 
evidence on this is available in the research reported by Hudelson in 
the Twenty-Second Yearbook of the National Society for the Study 
of Education (1923) in which four hundred and eighty-one pupils of 
ages thirteen to eighteen wrote upon thirty-two topics chosen as 


Tepresentative of adolescents’ interests and experiences. [5] Con- 
. One essay-answer did not 


Sistency in performance was not high 

evoke the Es skills as another essay-answer. No one essay us 
be regarded as anything like a full sampling of a candidate's ability 
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to write; and the younger the pupils the more unpredictable seemed 
to be the nature of the assignments that would appeal to them. 
Similar conclusions have come from more recent studies such as 
those of Finlayson (1951) and Vernon and Millican (1954).[6] 
Whatever the data collected and whatever the type of statistical 
analysis employed it seems necessary to agree that the responses of 
pupils to material of this kind vary significantly both with differ- 
ences in subject matter and with topics of similar nature on different 
occasions. 

These findings provided the impetus for the search for more 
reliable means of sampling pupils' skills and more satisfactory ways 
of describing their performance. 


From essay-type to new-type tests 

The essential difference between the old examining and the new lies 
not in the length of the questions but in their wording and in the 
definiteness of the thinking which is behind their formulation. New- 
type tests may be directed to the examining of the same geometrical, 
historical or linguistic prowess as that tested by old-type papers; 
but essays and essay-type questions because of the indeterminateness 
of their wording leave more to the judgement of each examiner. 
‘What do you understand by the Feudal System?’ ‘What do you 
think of the trial scene in The Merchant of Venice?" ‘Write notes on: 
specific gravity and specific heat.’ ‘Indicate the meaning of the 
following: latitude, longitude, Mediterranean climate, trade winds." 
Answers to questions of this kind depend not only on knowledge but 
on speed of writing and on skill in expressing ideas. The marker has 
not only to decide whether the candidates have understood the 
questions but whether they have succeeded in expressing the know- 
ledge which they in fact possess. Marking an essay is, on this account, 
not unlike interpreting a response to the unstructured material of 
what have been called projective tests - in which a psychologist 
presenting ink-blots, vague pictures, incomplete sentences, and the 
like, seeks information as to the past experiences, personal values, 
and emotional reactions of his subjects.[7] In somewhat similar 
fashion teachers using essay-type questions invite their pupils to 
display their store of knowledge, their attitudes, their sense of values, 
and their skill in communicating their thoughts. To an assessment of 
these the teachers bring their own intentions, their expectations, and 
their personal theories as to appropriate performance. It is little 
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wonder that agreement as to the marking of essays or essay-type 
questions varies from one assessor to another in a fashion not 
dissimilar to the perceptual variations recorded in the interpretation 
of projective test protocols (see Chapter XIII below). 

New-type tests directed to the examining of the same mathe- 
matical, historical or linguistic skills were, in contrast, so worded that 
each question covered a clearly delimited portion of the field, that 
only one reply was correct, and that the time of the candidate was 
not expended on activities extraneous to the purpose of the question. 

Put a circle round the anwers which you believe to be correct. Find 
the word or set of words which gives the best answer and draw a 
line under it. Fill the empty space with the number (or word) which 
you think should be there. Which house was the middle one? Who 
saved the most in the second week? 

The material they offer is thus of known difficulty, of a kind which 
can be reproduced in tests of equivalent form for use on different 
Occasions; and, if the tests have been standardized, they contain 
items of known validity arranged in an order of difficulty which has 
been determined by prior trial with pupils similar to those for whom 
the test is intended. MT. 

The transition from the exclusive use of essay-type examinations 
to the present co-existence of essay-type questioning and objective 
standardized tests has come gradually. It is significant that develop- 
ments in new-type tests have been paralleled by changes in methods 
of teaching; and those in turn have affected both the content and the 


form of examining. 


New-type tests had their formal origin in the test procedures used 


in experimental psychology laboratories in the latter part of m 
nineteenth century.[8] For the measurement of rate and accuracy of 
perception (in tests of memory and in experiments on EES an 
distractability) psychologists used the simpler processes of a metic, 
oral reading, and the recollection of sentences seen or heard. 


Subtract: 627642936431948457 
185838682725423585 

Multiply: 9548249479253341328 
Ede 
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When, in face of evidence as to differences of judgement among 
markers of traditional lengthy essay-type answers, the same psycho- 
logists set themselves the task of improving examinations, they 
turned experimentally to the use of such material. 

In the decades since then the volume of research in the fields of 
Arithmetic and English has been so great that the development of 
more modern forms of testing may usefully be illustrated from the 
changes which have taken place in these two subjects. 


In the field of arithmetic 


In Arithmetic in the first and second decades the new tests devised by 
Courtis and by Starch took the form of: (a) a series of problems of 
increasing difficulty chosen from a larger number after trial with 
pupils of suitable seniority, and (5) pages of examples of addition 
(three columns wide and nine rows of figures), subtraction (eight to 
nine columns), multiplication (four columns of digits multiplied by 
two digits) and division (five columns of digits divided by two digits). 

These tests were used to compare class with class, school with 
school or city with city in the great educational surveys of the 1900s 
and the 1910s. *Measure the efficiency of the entire school, not the 
individual ability of the few,’ said the psychologists; and the possi- 
bility of thus examining and comparing the effectiveness of different 
teachers was one of the arguments used by administrators in support 
of expenditure on the new 'standard' tests which carried a meaning 
beyond the limits of one teacher's classroom.[9] 

The tests in turn gained widespread support from teachers because 
they secured evidence of the reality of individual differences and 
challenged the nineteenth-century supposition that all pupils were 
capable of equal achievement and that failure to learn was therefore 
a sign of inefficient teaching. 


Changes in text-books and methods of teaching 


Meanwhile a nineteenth-century inquiry into the effectiveness of 
instruction in spelling bore belated fruit in discussions of ways of 
economizing time in school work. Rice in 1897 had concluded that 
results from schools giving forty or fifty minutes instruction per day 
were not better than those from schools devoting only ten or fifteen 
minutes daily to the subject.[10] By the 1910s many workers were 
actively engaged in the search for reasons for such individual 
differences; and in the field of Arithmetic Thorndike made what was 
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in many respects the most significant contribution. His experimental 
work with animals had convinced him of the possibility of securing 
correct responses by applying appropriate stimuli. If, then, learning 
was largely a matter of the association of experiences — of establishing 
bonds or connexions — it was necessary to make careful analysis to 
discover the essentials of each subject — step by step — as a prelimi- 
nary to the provision of adequate drill in that subject. This led him 
to investigations into the content of contemporary text-books; and 
his findings, combined with analysis of pupils’ errors in the new 
standard practice tests, resulted in increased awareness of the com- 
plexity of the tasks involved in the learning of Arithmetic.[11] No 
longer was it sufficient to say that to eliminate variability in marking 
it was desirable to test by means of a considerable number of one- 
step exercises, and that examples of approximately equal difficulty 
could be constructed by following simple patterns such as 'for 
subtraction . . . three of the figures in the bottom line are greater 
than the figures above them and two of them come together" [12] 

It became necessary to distinguish many different levels of diffi- 
culty; and it became possible to establish an approximate order of 
difficulty for these. The publications of Osburn, Brueckner, and 
Schorling revolutionized the teaching of Arithmetic along these lines; 
and text-books were rewritten so that pupils could no longer work 
through a whole series without learning certain basic facts and with- 
out encountering any instance of certain of the procedures in the 
four fundamental operations.[13] 2 tar 

By the 1920s the psychologists’ enthusiasm for scientifically 
balanced teaching materials had been welcomed with delight by the 
heirs of the work of Search in Pueblo and Burk in California. [14] 
New teaching procedures[15] and new text-books were followed 
by anew type of standard tests: and it began to be claimed that these, 
like the text-books, provided more adequate sampling of ability 
than the traditional class examination with its lengthy exercises and 
uncritical mixing of processes. The use of the earliest E GH 
type tests had raised questions which led to the analysis e ext-books; 
and the new teaching materials which followed this ana een e? 
turn influential in moulding both the content and Ce orm o 
Successive series of objective tests. An outline of a test from a series 


begun in the 1940s is shown below.[16] 
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PLAN OF A MODERN TEST IN ARITHMETIC 


A. Basic Facts and Processes (5 minutes) 

On this page you are to add or subtract. Write on the dotted 

lines the answers which you believe to be correct. You may do 

any working you wish in the space alongside. Be sure to write 

each answer in full, especially in the case of measures such as 
money, weight, length, liquids or time. 


On this page you are to multiply or divide, etc., etc. 
(10 minutes) 


B. Vocabulary (5 minutes) 


G) In the next lines write the missing numbers or words. 
Gi) Draw a line under the right ending to each sentence below. 


C. Problem Solving (10 minutes) 


Read each question carefully and answer exactly what each 
asks. You may, of course, do any working you wish. 


D. Interpretation of Graphs and Tables (5 minutes) 
Answer the following questions. 


Interpretation of the Meaning of Fractions 
In the next lines write the missing numbers or words. 


E. Insight into the Relationship of the Various Processes 
(5 minutes) 
In the next four additions some numbers have been left out. 
Write them in. 
(Similarly for subtractions, multiplications, and divisions.) 


In the field of English 
Similar developments may, in the same decades, be traced both in 
the teaching and in the examining of English. 

Nineteenth-century lessons in the comprehension of English took 
the form of: (a) oral reading with attention to correct enunciation 
and pronunciation and (b) the answering of oral questions as to the 
meaning of words and sentences ‘taking the intelligence of the read- 
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ing lesson’. Nineteenth-century tuition in English was through the 
writing of essays (themes or compositions) coupled with early and 
continuous exercises in grammar. Objective testing both of reading 
and of written expression at first followed closely on these patterns. 


Reading tests 


At the opening of the twentieth century Binet in his individual tests 
provided for the oral reading of a short passage followed by its 
verbal reproduction. Scoring was by number of errors made and 
number of ideas correctly reproduced. By the second decade, oral 
reading was being challenged. ‘We use silent rather than oral reading 
in practical life,’ wrote Starch in 1916; and in his tests he asked for 
silent reading for thirty seconds followed by reproduction in writing 
immediately after the reading. He used a series of passages which had 
been ‘selected so that the increases in difficulty from one sample to the 
next represented fairly uniform steps’. Scoring was by noting the 
number of words read per second and the number of words written 
which correctly reproduced the thought. (The validity of his tests 
was defended on the ground that a comparison made in a school of 
256 pupils showed a close agreement between the tests and the read- 
ing as estimated by the teachers, and the method of scoring was said 
to be ‘fully as accurate as the combined judgement of ten competent 
teachers.) ; 
With this test of silent reading Starch combined an English 
Vocabulary Test with sets of 100 words selected at uniform intervals 
from Webster's New International Dictionary. On these the pupils 
Were to mark the words of whose meaning and use they were sure 
and to write the meaning after words familiar to them about whose 


meaning they were not sure. 

In the same volume Starch publis 
Thorndike and by F. J. Kelly. These ar 
Of what was new in the second dec 
Vocabulary Scale a series of words whos SC 
lished experimentally was arranged in steps each containing ^ 
Words; and pupils were asked to carry out eight instructions of the 
type: ‘Look at each word and write the letter F under every word 


that means > 
a flower. d 
ces’ consisted of a set of 


His ‘scale for the understanding of senten 
i i i ld be 
ZE h there were questions which cou 
a A a ]ly's Kansas Silent Reading test 


answered by one or two words. Ke 
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carried simplicity of scoring one step further in a five minutes 
exercise to which answers could be given by writing single words or 
by ‘putting a line round’ one of a number of possible replies. Half- 
way through the second decade the style of answering had thus 
passed from vague reproductions in the fashion of an essay ( Tell me 
all about it’) to single word replies, the writing of simple symbols or 
the putting of a ring round a response believed to be correct. 


Changes in text-books and methods of teaching 


With test material of this kind extensive surveys of achievement 
were carried out in various schools systems, and in Reading, as in 
Arithmetic, a wide range of individual differences was disclosed in 
each class along with much overlapping of performance from one 
class to another. This again was at first attributed to inefficiency of 
teaching;[17] but it was soon admitted that administrators had been 
given evidence of a general phenomenon for which some provision 
must be made. Realization of this was followed by lively discussion 
as to whether individual differences should be taken into account in 
the organization of schools. (‘Should these pupils be reclassified 
into higher or lower classes according to their capacities? asked 
Starch in 1916.) It also stimulated criticism of existing methods of 
teaching along with interest both in the processes involved in study- 
ing and in the relation of silent reading to economy of effort. New 
reading material (typified by the Courtis Standard Practice Sheets) 
was produced to meet the inadequacies revealed by the new tests; 
and by the middle 1920s detailed prescriptions were available as to 
methods by which skill in silent reading could be developed. These 
methods in turn were reflected in more analytic reading tests through 
which it became still more possible to adapt tuition to observable 
differences. By 1927 it was not uncommon to find clear differentiation 
between such elements as word-recognition, word-pronunciation, 
reading to get the general significance of a passage, reading to 
anticipate the outcome of given events, reading to understand precise 
directions, and reading to note significant details; and new Reading 
Books designed for self-aided study were beginning to make it 
possible to provide for some measure of individual progress in Read- 
ing as well as in Arithmetic. 

Experimentation with new types of tests, in this field also, fostered 
discussion of classroom purposes and procedures. Concern with 
variations in the level of pupils’ understanding was followed by 
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attention to the processes involved in their learning. This resulted in 
modifications of methods and alterations in teaching materials; and 
questions and exercises were constructed in the light of evidence as 
to the difficulties experienced by pupils both in comprehension of 
vocabulary and in interpretation of sentence structure. By the middle 
of the fourth decade the style, the content, and the format of school- 
books had been changed in the field of English to an extent almost 
as remarkable as the transformation which had been wrought in the 
field of Arithmetic. Modern objective tests in reading reflect these 
changes.[18] Their predecessors -the new-type tests of Courtis, 
Thorndike, Starch, Ballard, and Burt- had provided the first 
challenge to nineteenth-century procedures. Present-day tests are 
now soundly supported by what is routine practice in the schools of 


today. 


Tests of written expression 

These also were, at first, in line with the routine teaching procedures 
of the late nineteenth-century and were concerned solely with the 
marking of essays, subsidiary arts such as spelling and handwriting, 


and a knowledge of grammar. 

An increase in objectivity in m 
Sought through the use of comp 
ductions of representative samp 
levels. Rice (1903), Hillegas (1912), 


and Thorndike (1915) had, by 19 i isi 
more accurate and objective rating of composition by the provision 


of means by which the general merit of each essay might be assessed 
in direct comparison with others at successive steps in a scale; and 
various inquiries indicated that through the use of such ‘scales’, 
consistency between markers could be increased. In the very process 
of constructing such scales, however, psychologists had been 
stimulated to keener discrimination between the content and the 
structure of an essay; and by 1922 the work of Rice, of Willing, and 
of Van Wagenen was directing attention to differences in elements 
such as spelling, punctuation, functioning grammar, Fin peor 
vocabulary, and paragraphing - within the broad structure of a 


compositi Di iti 
position or a theme.[19] reflected in handwriting scales 
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on an analysis of the frequency of use of words in books, in the 
writing of adults and in the compositions of children of different 
ages), and in tests for the measuring of grammatical correctness and 
ability in punctuation. 

In his book on Educational Measurements published in 1916 
Starch, for example, provided samples of composition scales, writing 
scales, and spelling lists along with what he called grammar scales 
and punctuation scales. For the grammar scales he provided a series 
of sets of four sentences in increasing steps of equal differences of 
difficulty. In each sentence two words or phrases were inserted in 
parenthesis as possible ways of filling a gap, and the pupils were 
asked to indicate which they preferred. For the punctuation scales 
he gave comparable sets of four sentences and correction of their 
errors was required. As a further measure of grammatical knowledge 
he offered tests of three minutes' duration in which pupils were 
asked: (a) to indicate the parts of speech (by inserting the initial 
letter of each above each word), (b) to mark the case of each noun or 
pronoun as: nominative-n, possessive-p, objective-o, and (c) to show 
the case and mode (mood) of each verb in a set of short sentences.* 

With apologies for the limited range of these tests, Starch pointed 
out that a test on sentence analysis or diagramming ought very 
likely to have been added. Only with such an addition could the 
tests have covered what was, in the second decade, routine practice 
in the schools. 


Changes in text-books and methods of teaching 


The extent of the transformation wrought by the critical reconsidera- 
tion of teaching and testing procedures which characterized the next 
twenty years may be judged by a comparison of these early efforts 
at educational measurement with the detailed analysis of the content 
of English learning outlined by Smith in the Thirty-Fourth Yearbook 
published in 1935. Still closer approximation to present practice 1S 
observable in the Forty-Third Yearbook (1944) ia which fuller 
illustrations are given of the varied procedures by which teachers of 
English now foster a delight in writing, give opportunities for 
written and oral expression, and interest their pupils in mutual 
criticisms and improvement of the form and the content of their 
written work. 

* Standard scores for Grades 7 to University level ranged from 30 to 60 for 


(a), from 13 to 45 for (5), and from 13 to 45 for (c). 
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In 1923 the foreshadowing of this was substantially a minority 
Ieport in the discussion of Hudelson's experimentation on the mark- 
ing of English essays. By the sixth decade more highly diversified and 
expert techinques in the fostering of expression through classroom 
Projects and activities of many kinds were reflected in the analytic 
and functional structure of objective standardized tests of the type 
outlined below. 


PLAN OF A MODERN TEST IN ENGLISH 


A. Comprehension (15 minutes) 


Each part of the story below is followed by questions which 
can be answered by one of the words, or sets of words, to the 
right. Find these words and draw a line under each. (The first 


one has been done for you.) 


Originality 

xvii. What do you think John said when he looked out from 
the top of the cliff? Write one sentence giving the exact words 
he used and also telling how he said them een 


B. Written Expression (5 minutes) 
Word Usage 
Below is the next part of the story. From it some of the words 
have been removed. These words have been placed on the right 
along with other words that have nothing to do with the story. 
Find the word in each line that belongs to the story and draw 
a line under it. (The first one has been done for you.) 


They vs dicen towards the stream. | go, came, goes, went, come. 


Now go back to the beginning of the story and write each 
word into its proper place in the story. 
(10 minutes) 


Paragraph Structure 
but in this part the order 


1. Belowis another part of the story; us 
of the sentences has been mixed. The sentences are not in the 
right order. Read the sentences and arrange them in your mind 
in the right order. Then copy them carefully and fully in that 
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order below, starting each sentence on a fresh line. (The first 
one is begun for you.) 


Interpretation 
2. Write one sentence giving your reason for thinking that 
that was the country to which he was going. 


Spelling (10 minutes) 
Have you a good memory? In each of the sentences below 
parts of some of the words have been missed out. Think what 
each word should be and write it in full on the dotted ling to the 
right. 
Sentence Structure. Coherence 
Below are some sentences. The first line of each set has 
been underlined. Two of the next five lines give most nearly 


the meaning of the line underlined. Find these two and draw 
a line under each. 


Sentence Structure. Punctuation and Word Usage. 

The next two sentences are taken from a letter John wrote 
home to his mother. They have some mistakes in them. Read 
them carefully. Think what the mistakes are and write the two 
sentences correctly below. 


Vocabulary 

In each sentence below a word has been underlined. Along- 
side are five words or sets of words. One of these gives most 
nearly the meaning of what was underlined. Find this and draw 
a line under it. 


Lively discussion still continues as to the relative efficacy of the 
marking of essays by what is now called ‘general impression’ 10 
contrast to a more analytic approach. There have been many 
modern successors to Boyd's analysis of the qualities of a good essay 
into: 


A. Mechanical 
(a) neat and legible script, 
(b) correct spelling and punctuation, 
(c) grammatical accuracy, 


(d) fluency. 
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B. Aesthetic 


(a) good vocabulary, 

(b) good clause structure, 

(c) good sentence structure, 

(d) effective arrangement of material. 


It is, however, no longer supposed that the writing of essays and 
the study of grammar provide all that is necessary in the process of 
learning to write; and the contents of objective standardized tests 
reflect what is now current teaching procedure more closely than 
would a revival of the one-time prescription of: 


Write an essay on... 

Parse the words underlined... 

Analyse the following sentences. . . 

Write nouns corresponding to the following verbs. . . 

Give the plural of... 

This does not mean that extensive experience in ‘composition’ is 
not required at the primary as well as the secondary stage. Oppor- 
tunities for creative writing occur at many levels and in connection 
with many school activities. The presenting of stories and plays in 
Written as well as in oral form, the writing of letters, the keeping of 
diaries, the summarizing of reading - all such functional uses of lan- 
guage form a sound basis for later delight in the accurate and attrac- 
tive communication of ideas. The reproduction of: stereotyped phrases 
Which in the past accompanied the attempt to prepare junior pupils 
to write essays under examination conditions is not now asked by 
skilful teachers; and it is known that an interest in word-usage and the 
like can be stimulated by methods which are both more diversified 


and more successful. 


Modified content in newer objective tests . 
It is to be noted that these modern objective tests have in ey A 
in Arithmetic passed beyond the use of the mere crossing out, 


licking off or underlining which were pum p Se or 
f i nses throug eu linin, j 
ee ee involving interpretation 


Correc e ; ed for in sections in - 
t replies are still ask silent reading or problem- 


Of consecutive passages of prose or poetry ( e 
h word- 
Solving), in tests of Arithmetical vocabulary, or s bees 
Meaning, word-usage, and the like. In all such ins ane CHEN 
Such as handwriting or the construction of sentences à 
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skills whose inclusion would detract from the measurement desired. 
In other cases —such as the testing of ability to present ideas in 
correct literary form or to perform certain definite operations in 
Arithmetic — objectivity is now secured by limiting the content of 
each item. Pupils may be presented with selected ideas (as in the 
Cotswold Series), asked to arrange them mentally in the correct order 
and required to copy them with a degree of accuracy dependent 
on their understanding of accepted conventions of punctuation, 
capitalization, and the like. They may be invited to find the answer 
to a series of exercises in Arithmetic in each of which a distinct 
difficulty is encountered, or required to solve a set of problems to 
each of which an answer may be given by the writing of a limited 
number of words or digits. They may be asked (as in certain later 
Moray House tests) to write in fulla series of words whose identity 
has been indicated by their place in a given sentence and by the print- 
ing of their initial and final letters. They may be required to give 3 
corrected version of a sentence or a calculation into which certain 
mistakes have been inserted (each mistake chosen as one liable to 
occur in the writings of their peers). All such exercises are ‘objective’ 
in the sense that they require prior analysis of subject-matter, that 
the correctness of their answers has been determined after experiment 
with pupils of comparable age and experience, that the nature of their 
wording is such that only a reply of a definite sort is acceptable, and 
that therefore subjectivity in their marking has been reduced to the 
point at which the degree of agreement between attentive examiners 
(the 'reliability of marking’) is represented by a correlation coefficient 
of + 0:99. This is significantly higher than the corresponding figures 
given in the case of essays marked either by randomly selected and 
different teams of examiners (Hudelson 1923, Finlayson 1951) or by 
carefully chosen teams from which inconsistent markers have been 
eliminated (Wiseman 1949, Finlayson 1951, Nisbet 1955). Adequacy 
of sampling and consistency of performance as indicated by test- 
retest, by split-half reliability (odd items as against even items) or by 
the use of equivalent forms are also of the order of + 0-95 or + 0-96 
in contrast to the much lower figures obtained when a comparison 
is made of different essays by the same candidates. [20] 


Changes in the reporting of results of tests of attainment 


Changes in methods of describing the performance of pupils in 
school examinations, like changes in the form of tests, followed upon 
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comparisons between the marks given by one teacher or examiner 
and those given by another. It was early recognized that teachers 
differed both in the averages of the marks they gave and in the range 
of the marks they used; and from this it was a short step to the 
realization that marks reported either in the form of letter grades 
(A, B, C), verbal descriptions (Excellent, Good, Fair), numerical 
assessments with an arbitrary total (out of 20, out of 100, and the 
like) or numerical orders of merit, carried no meaning beyond the 
confines of one classroom and permitted no comparisons between 
one class and another or one school and another. 

The first step towards standardization of marking was taken by an 
emphasis on the concept of the median or the average and by the 
substitution of phrases such as ‘above average’, ‘average’, and 
‘below average’ for the more indeterminate ‘excellent’, ‘good’, 
‘fair’; and early in the inquiries into the marking of essays the idea 
was mooted that examiners by prior discussion might come to an 
understanding of what they expected from an average pupil and 
might agree that a specified mark would be given to an average 
performance. 

A further development was represented by attention to the nature 
and degree of the deviations from the average; and inquiries were 
undertaken into the random variations which occur even between 
examiners who are alike both in average marks and in deviations 
from the average. 

The standardizing of marks was next improved by the proposal 
that marks should be reported in a form which showed the relation 
of each to the average mark in terms of multiples of the standard 
deviation of the set. The average for a class or school might then be 
described as 0,and a mark one standard deviation above the average 
could be said to have a standard score of + 1, while a mark one 
standard deviation below the average would be described as — 1. 
These ‘standard scores’ were an improvement on the more ambiguous 
earlier unstandardized form of reporting. Their use was open to 
the criticism that they conveyed no information as to the nature of 
the distribution (widely scattered or narrowly concentrated). 

The next step took the form of the suggestion that such standard 
scores’ should themselves be ‘standardized’ by expressing them not 
as + 1, 2, 3, etc. (multiples of the obtained standard deviation 
above or below the mean) but in terms of a standard deviation of an 
agreed size - the same for all. T exact figure varied in different 
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contexts; and the full meaning of a standardized score' can be known 
only if the convention accepted for mean and standard deviation is 
specified. The most widely used forms are the T (ten) scores of 
certain American tests with mean 50 or 100 and standard deviation 
10, and the standardized scores most common in this country with 
mean 100 and standard deviation 15. 

For these there is sometimes substituted the calculation of percen- 
tile rank for each pupil. The word percentile can be understood by 
thinking of a large group of human beings which has been arranged 
in an order of merit and then divided into one hundred numerically 
equal sets. Each such set may then be said to have a ‘percentile’ 
rank; and a ‘percentile score’ of 98 is the average score of the set of 
people holding the 98th ‘percentile’ rank. The relationship between 
percentiles, standard scores, and standardized scores is shown below 
in Figure III. The pupil who scores 122 in a group the standard 
deviation of whose scores is 16 and the mean of whose scores is 90, 
can thus be described as having a ‘standardized score’ (with standard 
deviation 15) of 130, or an approximate ‘percentile’ rank of 98. 


2 25 50 75 98 Percentiles 
-2 —67 o *:67 *2 Standard Scores 


70 90 100 110 130 Standardised Scores 
(Standard Deviation 15 


Figure III. Chart showing relationship between percentiles, 
standard scores and standardized scores. 


This new style of reporting is ‘standardized’ in the sense that it 
carries a meaning beyond the confines of one classroom and permits 
comparison of relative status in attainment on different occasions 
and with different tests. 

New-type tests of attainment can thus be analytic in content, 
objective in form, and standardized in the procedures through which 
they provide a description of relative success or failure. On grounds 
such as these their use can now largely supersede the use of old-type 
tests, especially when surveys of attainment have to be made or 
definitive distinctions have to be drawn between one pupil an 
another. Quite similar improvements may be traced in the content of 
tests designed to uncover the exact requirements of each pupil. 
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Diagnostic tests 

The detailed content needed for the diagnosis of individual difficulties 
has already been indicated. By the 1930s much was, for example, 
known as to the learning of the basic number combinations in 
Arithmetic (0 + 0 to 9 + 9,0 — 0 to 18 — 9, 0 x 0 to 9 x 9 and 
0 — 1 to 81 — 9). Much had also been discovered as to the steps 
involved in the learning of each process, as to the processes in 
denominate numbers (money, weight, liquids, length, time, capacity), 
as to the meaning and the use of fractions, and as to the solving of 
problems. Researches had been carried out in the attempt to discover 
the chronological age or the mental age at which their learning could 
most profitably be begun; and efforts were being made to apply this 
information to the organizing of individualized instruction in which 
testing and teaching would go hand-in-hand. 

Survey testing had made a broad covering of this field, ranging 
from very easy examples to quite difficult ones but not professing 
to include every known difficulty. Diagnostic material had to be so 
constructed that it contained each recognizable step — its general 
contribution being to discover the exact stage reached by each pupil 
and the particular obstacle which was being encountered by each. 

, The purpose of such tests is not classificatory. They are not 
intended to permit objective comparisons between pupils in one 
School and pupils in another. Their function is remedial. It is a 
temptation to their misuse to publish ‘norms’ inviting discussion of 
relative status; and such norms are on this account rarely provided. 

Illustrative of the detailed analysis which is required is the follow- 

ing plan of a diagnostic series of tests in subtraction: 


16 

2 Answers below 20. 

24 367 

A. 3 Subtraction in one column only. 
37 

e Subtraction in two columns. 


95 83 40 65 | 
70 43 20 e Zero difficulties. 
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42 Units in upper line less than in line below. 

7 One figure in subtrabend; 
and so on for twelve other varieties presented in an order of 
increasing difficulty.* 


Cross-reference to appropriate lessons in text-books gives encour- 
agement to each pupil to obtain further practice on the exact portion 
of the work in which difficulty is being experienced; and pupils from 
‘an early age are eager to participate in such fostering of their own 
skills. [21] 


The use of diagnostic tests 


In consequence of the use of such diagnostic material teachers have, 
in the last few decades, passed beyond their earlier search for correct 
‘age-placement’ of topics to the study of ‘readiness’ — readiness for 
number concepts, readiness to begin addition, readiness to pass from 
elementary arithmetic to more advanced mathematics. The concept 
of ‘age-placement’ carried echoes of the assumption that all children 
of a given chronological or mental age were inevitably ready for the 
same sort of work. The concept of ‘readiness’ sets teachers free to 
adapt tuition to the exact stage which has in fact been reached. The 
opening decades of the century saw the first survey tests, the recogni- 
tion of widespread individual differences and of the overlapping of 
performance as between one age-group and another. The third and 
fourth decades saw the spread of diagnostic testing and remedial 
teaching. The fifth and sixth decades were characterized by aware- 
ness of the variability of growth, the fluctuations concealed by 
figures representing median scores or average rates of progress; and 
educational guidance has come to signify continuous diagnosis and 
sensitivity to the varying educational requirements of boys and girls 
as they pass from nursery or infant school to College or University.T 

In the field of English this diagnostic testing and concern for 
personal readiness has attained less prominence than comparable 
work in Arithmetic; but from experiments in English in schools 
attempting individualized instruction there have come ‘workbooks’ 
for use both in learning to read and in acquiring the finer arts of 

* Fleming, C. M., Manual to the Beacon Arithmetic, p.206. London: Ginn 
& Company, Ltd. 1948. 


f For detailed examples of tests in various fields see: STEP (Sequential Tests 
of Educational Progress). Princeton; Cooperative Test Division. 1957. 
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English Composition. A series such as Steel's Introduction to the 
King's English - developed in years of close association with the 
Scottish Council for Research in Education - while it does not 
profess to incorporate diagnostic tests, is planned on diagnostic lines 
and provides for progressive practice in the difficulties of which 
teachers become aware in their attempts to help pupils both to under- 
stand other people and to be understood by them.[22] His table of 
contents is informative. How words are used. (Difficulties of Vocabu- 
lary and English usage.) How sentences are built. How sentences are 
joined. (Sentence Building. Paragraph Building. The Difficulties of 
Coherent Expression.) Finding the Best Words. (Fitness. Difficulties 
of Appropriate Expression.) Ways of Saying the Same Thing. 
(Flexibility. Difficulties of Readiness or Fluency.) What it Means. 
(Exercises in Comprehension.) How to Describe a Story. How to do 
it. How it Works. How to Write a Letter. Dialogue. (Exercise in 
Composition.) 

Recent American studies on reading at the College level carry 
comparable analyses to older age levels and offer expanding horizons 
both to the diagnosis of the difficulties of older age groups and to the 
fostering of higher levels of interest and appreciation. [23] 
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XT 


THE TESTING OF 
INTELLIGENCE 


———— 


LIKESTANDARDIZED AND objective measures of attainment, modern 
tests of intelligence were developed out of traditional procedures by 
psychologists familiar with the Psycho-physical experiments of the 
nineteenth century and interested in the discovery of ways of giving 
consistent and unprejudiced descriptions of the ability of pupils who 
came from a wide variety of homes, 


A good head. 

A fine forehead. 

A dull face. 

Bright eyes! 

Sensitive to touch. 
As quick as a needle, 
An accurate worker. 
A good memory. 

A wide vocabulary. 
Ability to classify. 
Can see relationships. 
Good at drawing conclusions. 


proposals into individual tests of a variety of types and into group 
tests containing words, numbers, pictures or diagrams.[3] 
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Test construction 


These tests are objective in the sense that decisions as to their answers 
are not left to the personal opinion of the marker; and standardized 
in the sense that both in their construction and in the reporting of 
their results reference is made to the performance of representative 
samples of pupils of the age of those for whom the tests are designed. * 
Their construction, like that of objective tests of attainment, in- 
volves a lengthy process of elimination of ambiguous items through 
establishing an order of difficulty for pupils ofa given age and through 
finding the validity of each item in terms of its correlation with the 
whole test or with some other accepted measure of intelligence. The 
external criterion of validity was at first the opinion of a teacher; but 
Since the 1920s reference is more usually made to other objective 
tests whose validity is already established.[4] 


Definitions of intelligence 

In the case of tests of intelligence even more lively debate has been 
directed to the nature of the ability under examination than in the 
case of measures of arithmetic, reading or written expression. Much 
of this discussion is linked with the dichotomy between inheritance 
and environment whose spurious significance stimulated research in 
the 1920s; and much of it is presented in somewhat technical surveys 
of the statistical methods employed. 

Various definitions of the word ‘intelligence’ have been given.[5] 
Binet conceived of it as a fundamental faculty of the utmost impor- 
tance for practical life — ‘judgement, otherwise called good sense, 
Practical sense, initiative, . . . adapting one's self to circumstances. 
To judge well, to comprehend well, to reason well: these are the 
essential activities of intelligence.' Stern spoke of it as the ability to 
adjust oneself to new situations. Terman emphasized the capacity 
to form concepts and to grasp their significance — the ability for 
abstract thinking. Thorndike took more account of the quantity of 
bonds or connexions — ‘the intellect capable of the highest reasoning 
and adaptability differs from the intellect of an imbecile only in 
the Capacity for having more connexions’. Spearman suggested the 


* Information as to details of test construction is accessible in the Bulletins 
Of the National Foundation for Educational Research in England and Wales. 
See also the manuals of series such as the Moray House Tests (University of 

ndon Press) the Cotswold Series (Gibson, Glasgow), and the School and 
College Ability Tests (Cooperative Test Division, Princeton). 
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significance of the ability to observe one's own mental processes, to 
discover essential relations, and to make further inferences therefrom. 
In addition, in view of the tendency to positive correlations between 
success in different types of intellectual activity, he postulated a 
hypothetical general factor underlying all cognitive performances of 
any kind. Knight added that ‘the man of high intelligence is one who, 
faced with a problem, can seize upon the significant aspects of the 
objects or ideas before him, and can bring to mind other ideas that 
are relevant’. In Piaget’s view, intelligence is the most highly de- 
veloped form of mental adaptation — the word intelligence being a 
generic term to indicate the superior forms of organization or equilib- 
rium of cognitive structurings to which all others tend. [6] To Heim 
it is important to note that intelligent behaviour may admit of 
differences in kind as well as in degree — intelligent activity consisting 
in grasping the essentials in'a given situation and responding appro- 
priately to them; while Vernon would agree that intelligence is a very 
fluid collection of overlapping abilities comprising the whole of 
mental life.[7] 

Some of these definitions lay emphasis on biological aspects of 
mental functioning, others on competence in a variety of fields, and 
others again on the influence of environment and on adaptation to 
cultural or social and emotional pressures. Some stress what have 
been called the *nominal elements in the attempt to define.[8] 
(a) They may bring together in convenient forma consensus of opinion 
from a reference group whose character is more or less openly 
admitted (the ‘lexical definition’ or definition in terms of common 
usage). (b) They may on the other hand be ‘stipulative’ in the sense 
that they express an opinion peculiar to the writer in terms of a 
special theory or stipulation. Others are more ‘real’ - formulated 
from an empirical or operational point of view. What do intelligent 
people do? What are the differences in reaction between the more and 
the less intelligent as these are exemplified in a variety of situations? 

Such discrepancies in approach go far to account for the differences 
in wording which lend complexity to discussion of the topic. Diver- 
gencies in terminology are also understandable if it is noted that, in 
this field as in the study of motivation, learning, and perception, 
there has been a gradual movement towards awareness of the inter- 
relatedness of human functioning. Galton in the 1870s was quite 
representative of his time when he embarked upon an inquiry into 
human ‘faculties’. Subsequent research has discredited the notion 
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that there are separable entities such as attention, memory, judge- 
ment or intelligence; and many psychologists now believe that Binet's 
concern with good sense in a variety of fields gives a more adequate 
account of the nature of intelligent behaviour than definitions which 
assume that it has an ‘essence’ peculiar to itself and distinct from 
other aspects of mental activity.[9] Associated with this is the disap- 
pearance of a sharp differentiation between tests of intelligence as 
indicative of what is innate and tests of attainment as measures of 
what has been acquired. It is now admitted that both are directed to 
the appraisal of what human beings are able to do - the former from 
a more general point of view and the latter in the more specific sense 
of the conquest of samples of those subject-fields in which tuition is 
commonly offered in schools. 


Capacity or ability 
Reminiscent of the older viewpoint is the fact that the word ‘intelli- 
gence' itself is still used by some writers indiscriminantly in the two 
senses of (a) inherited or innate capacity and (5) actual or present 
ability. The distinction between capacity and ability was clearly 
drawn by Dawson in a discussion of the use of tests in vocational 
guidance in the early 1930s.[10] It was elaborated in the late 1930s 
by Prescott.[11] It was applied in the field of secondary school selec- 
tion about a decade later;[12] and given fresh formulation by Hebb 
in his re-emphasis on the physiological basis of behaving.[13] To 
these discussions further point was added by Vernon in the 1950s 
through his supplementing of Hebb's categories of Intelligence A 
(an innate potential conceived of as a good brain and a good neural 
metabolism) and Intelligence B (the continuous functioning of a 
brain in response to environmental stimulation) by a third category 
Intelligence C — that sampling of Intelligence B which is all that can 
be attempted in any one test of intelligence on any one occasion of 
testing.[14] Hebb's formulation was significant in that it brought 
together the physiological implications of Thorndike's interpretation 
and the more phenomenological approach which was adumbrated by 
Bartlett's work on perception and later supported by Bruner, Post- 
man, and others. Vernon's annotation carries with it the reminder 
that the tests devised for the measuring of intelligence are constructed 
on empirical lines; and that they have, in fact, always sampled 
abilities rather than measured potentialities. 

Confusion between the two uses of the word underlies many 
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current arguments as to constancy or inconstancy of intelligence 
quotients. It seems justifiable to suppose that Words such as capa- 
bility, capacity or potentiality can suitably be applied to those ele- 
ments of original endowment or physiological quality which form. the 
basis of individual differentiation. It seems also justifiable to consider 
that these are constant and unmodifiable by personal or social 
action. Intelligence as capacity in this sense is, however, a hypo- 
thetical construct — convenient for the purposes of discussion but not 
separable from the present abilities through whose sampling its 


existence may be inferred. The contrast may be expressed in the 
fashion shown below. 


TABLE VI 


Capacity Ability 


Native wit Effective intelligence 

Potentiality Performance 

That of which the organism | That which the organism is 
is capable able to do 


A hypothetical construct | An observable reaction 


Unmodifiable Modifiable by experience 
Constant | Variable 


Incapable of measurement Susceptible of appraisal 


From a theoretical point of view both are components of any 
intelligent behaviour; and, in paraphrase of Hebb's phrases, it may 
be remarked that the prime determinants of intellectual growth are 
a completely necessary innate potential and the opportunity to 
establish its usefulness in a completely necessary stimulating environ- 
ment. This is, however, merely to say again in another fashion that 
there is both an inner and an outer, and that human behaving is the 


manifestation of a certain sort of organic endowment as it has func- 
tioned in the past and functions in the 


experiences — pre-natal and post- 
of the complexity of this functio: 
that relative status as expressed 
expressed in an educational qu 
bility from time to time. It has 
that the ideal intelligence test is 
influences nor a ‘pure’ estimate 


present in response to certain 
natal. With increasing recognition 
ning it has become less surprising 
in an intelligence quotient (like that 
otient) shows some degree of varia- 
also become more possible to agree 
neither independent of environmental 


of capability in its most general form. 
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Contributory to this change in viewpoint was the transition, 
described in Chapter VII above, from cross-sectional researches 
(involving the re-testing of discrete groups) to long-term studies based 
on the following-up of the responses of the same pupils to the same 
tests over a number of years. Conducive also to its formulation was 
the careful statistical analysis of results obtained from the use of 
intelligence tests over the same decades.[15] 


Statistical analysis 


Notable in this connexion are the names of Pearson, Spearman, Burt, 
Thomson, Kelley, Thurstone, Fisher. The detail of the procedures 
they used is a matter of greater concern to professional psychometrists 
than to teachers.* It is, however, relevant to note that through the 
calculation of correlations it became possible to consider degrees of 
correspondence between test results obtained on different occasions 
or from different tests. By the use of regression equations and their 
derivatives, research workers then became able to separate out the 
contribution of different elements in a complex battery; and, through 
the analysis of resemblances and differences in the inter-correlations 
of results from a variety of tests, they devised ways of classifying 
responses to different sorts of material and of describing the com- 
ponents (factors) in the pattern discernible. They can now also 
estimate the degree of significance of the differences obtained; and 
they can, by analysis of variance and co-variance, advance beyond 
the somewhat rough comparisons of factorial techniques to the 
disentangling of the effect of various elements in a complex situation 
like that involving different markers, different types of test-material, 
and different candidates.[16] 

The theory of these developing procedures belongs properly to 
the advanced study of Mathematics — enriched by the application of 
statistical models derived from physics, horticulture, and eugenics. [17] 
Their contribution to the improvement of tests of intelligence has 
been in their demonstration of the complexity of intellectual func- 
tioning; and their findings have led to greater caution in the inter- 
pretation of results obtained through testing. At an early stage 
Burt estimated the contribution made by education to the scores 


* A survey of methods and an interpretation of results is given in Vernon, 
P. E., The Measurement of Abilities. London: University of London Press Ltd. 
1940 and 1956. Vernon, P. E., The Structure of Human Ability. London: University 
of London Press Ltd. 1950. Their relevance to secondary education is discussed 
in Fleming, C. M., Adolescence. London: Routledge & Kegan Paul Ltd. 1948. 
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obtained in intelligence tests.[18] Multi-variate analysis now illus- 
trates the complex pattern of relationships between earlier and later 
testing or between initial testing and performance in a related activity 
some years later; and, through study of the contribution made by 
different combinations of initial and final testing, the artistry of 
those who undertake vocational or educational guidance is now 
supported by the subtleties of differential testing of present abilities 
and interests.[19] 


The use of intelligence tests 


Teachers, like vocational counsellors, use such tests with the know- 
ledge that through their sampling of intelligent behaviour in a variety 
of settings they supply information which can be set against more 
specialized performance in skills which have deliberately been taught. 
They serve as a general estimate to counterbalance possible irregu- 
larities of attendance or exposure to different methods of teaching 
and on occasions when special advice has to be given (in situations 
such as allocation to courses of a more advanced kind, at the transi- 
tion from one school to another or at the stage of passing from school 
to employment) it has been shown that they make a significant 
contribution.[20] 

Group tests of intelligence, like Broup tests of attainment, are the 
transference to pencil and paper of questions and answers not unlike 
those Which can be used in oral questioning or interviewing. Like 
individual tests, they are essentially ‘structured’ interviews in which 
both content and procedure are, by intention, the same for all. It is 
therefore essential that teachers when administering such tests should ` 
follow exactly the instructions supplied as to words to be used and 
timing to be given in each test. The suitability of both method and 
time have been determined by prior testing, and the intention is that 
each candidate should be Occupied for a known number of minutes on 


activities of a selected kind, Any departure from this renders the test 
invalid for purposes of comparison. 
The material used is in the fo. 


` and the processes involved in rela- 
tional and functional thinking.[21] 
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PLAN OF A MODERN TEST OF MENTAL ABILITY* 


A. Classification (5 minutes) 
In each of the following rows of numbers there is one which 
is most unlike the others. Find this number and draw a line 
under it. 
3.5 8 II d 


Now find the word in each row which is most unlike the 
others in the same row, and draw a line under it. (The first one 
has been done for you.) 


stool table chair fork desk 


B. Ordering (5 minutes) 

Each of the sets of words or numbers below can be arranged 

in order. Think of each set arranged in order and draw a line 

under the word which then comes in the middle. (The first one 
has been done for you.) 


foot mile inch furlong yard 


C. Recognition of relationships (5 minutes) 

In each of the rows below, each sentence can be completed 

by one of the words or numbers shown on the right. Find this 

word or number and draw a line under it. (The first one has 
been done for you.) 

(a) Hen is to chicken as dog isto... calf kitten mutton 

puppy dog. 
In each of the next rows, the sentence on the left can be 


completed by two of the words on the right. Find these two 
words and draw a line under them both. (The first one has 


been done for you.) 


(a) Wool is to sheep as...is to... cloth fur blanket 
comb rabbit 


D. Reconstruction of relationships (5 minutes) 
In each of the lines of numbers or letters below there are 
two blank spaces showing where some numbers or letters are 


* Examples are again chosen from the Cotswold Series of Tests. Glasgow: 
Robert Gibson & Sons. 
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missing. Fill in the spaces with the numbers or letters which 
you think should be there. . 

Are you a careful worker? In each of the lines below some 
letters or numbers have been missed out. An asterisk (*) has 
been put in place of each letter or number which is missing. 
Read each line carefully. Think what the missing part should 
have been and write it after the asterisks. 


(012 34 5 * 
(b) author book poet **** 
(c) pale pail tale **** 


E. Reasoning and the following of directions (10 minutes) 
There are two months whose names begin with the first letter 


of the alphabet. What is the third letter of the shorter of these 
two names? 


Mrs Gray, Mr Smith, and Mrs Wright had lunch on the 
train. 


Mr Smith and Mrs Gray took coffee after their lunch. 
Mrs Wright and Mr Smith chose fish instead of chicken. 


Mrs Gray and Mrs Wright chose cheese and biscuits and 
Mr Smith had ice cream. 


Who had ice cream as well as coffee? 

Who had fish but not cheese and biscuits? 

Who had chicken and cheese and biscuits? 
Criticism of tests of intelligence 


Criticism of tests of intelligence, 
most usefully considered in the 
mental functioning and in terms 


» like discussion of its definition, is 
light both of what is known as to 
of the intentions of those who are 


there is a positive relation- 
Where answers are known they can 


and modern tests, in places where they 
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invite mere underlining of one of five responses, are so planned that 
guessing by itself does not bring a high reward. 

It has been protested that intelligence tests contain questions to 
which distinguished adults do not know the answer. In comment on 
this, it may be said that every item in a reputable test has been tested 
on subjects of the age of those for whom the test is intended. Both 
the past experience and the present attitude (the ‘hypotheses’ and the 
‘expectancies’) of eleven-year-old candidates may, however, be so 
different from those of an adult who approaches a test in a spirit of 
cautious scepticism as to account for any unexpected difficulties 
which the latter may meet. 

It has further been complained that intelligence tests give an undue 
advantage to children from prosperous homes.[22] This is a survival 
from earlier discussions of the contribution of inheritance in contrast 
to environment; and much of it is based on American reports on 
Social groups whose differences may be greater than those in the more 
Stable communities of Western Europe. The formulation of the 
criticism has, however, served to make more clear the whole trend 
of modern emphases (both in child psychology and in the theory 
of perception) on the complexity and the cumulative character of 
human functioning.[23] Earlier learning, attitudes, sets, and expect- 
ancies are now known to determine the character of what is per- 
ceived; and they affect responses in situations inviting 'intelligent 
behaviour’ as well as in situations which ask for ‘decision’ or for 
"recollection of learning’. It is an advantage for a rat, a chimpanzee 
or a child to have experienced stimulating and encouraging treatment 
in early youth.[24] Children, like animals, learn to learn;[25] and 
their learning is contributory to the general mental ability which 
1$ sampled by tests of intelligence. 

It is to be noted, however, that the findings of standardized tests 
have been contributory also to the recognition that the overlapping 


` between the ability of children from one socio-economic level to 


another is more definitely established than the significance of the 
difference between one level and the next. Through the use of intelli- 
Bence tests in secondary school selection opportunities are known to 
have been given to children who suffered some handicap in the nature 
of their schooling; and it is now acknowledged that while relatively 
More ‘intelligent’ children come from the most prosperous homes the 
largest absolute number of intelligent children is to be found at the 
lower (though not the lowest) socio-economic levels.[26] 
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On some such lines as these teachers, as technicians, can now reply 
to the criticisms of parents or employers who challenge their use of 
tests of intelligence. The appraisal of intelligence through tests of 
mental ability remains one of the best means available to expert 
teachers in their study of the development of their pupils. It is, 
however, not an instrument to be used alone. No standardized score 
in ‘attainment’ or in ‘intelligence’ can tell the whole story. In the light 
of contemporary awareness of the indivisibility of human function- 
ing, account must also be taken of those relationships and attributes 


which are, in traditional parlance, described as personality, character 
or temperament. 
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XIII 


THE ASSESSMENT OF 
PERSONALITY AND THE 
KEEPING OF RECORDS 


IN THE sTUDY of personality certain of the same issues are 
involved as in the appraisal of intelligence or the estimation of 
attainment; and the same variety of types of definition may be 
noted. For this reason one may again discriminate among three uses 
of the word: Personality A (an innate potential conceived of as a 
certain glandular balance and physiological rhythm), Personality B 
(the functioning of that endowment in response to external stimula- 
tion), and Personality C (that sampling of Personality B which is 
attempted by assessment in any fashion on any occasion). Of these, 
Personality A is a hypothetical construct whose exact contribution 
(like that of Intelligence A in Hebb's formulation) cannot be dis- 
cerned apart from its subsuming in Personality B; and many of the 
perplexities induced by conflicting interpretations are again attribut- 
able to inconsistency in the use of the three connotations. 


Definition of personality 

The word personality can be distinguished from other words such as 
character, disposition, temperament, and intelligence, which are also 
applicable to human beings as they function. When speaking of 
character, attention is turned to assessment in terms of moral 
judgement. Estimation of actions is made in the light of accepted 
values — their rightness or wrongness — and the strength or the weak- 
ness of the individual in conforming to or disregarding such values. 
The word ‘disposition’ is used with reference to emotional tendencies 
of a sort thought to be permanent in a more literal sense than that in 
which the permanence of character is conceived; and sweetness or 
sourness, kindliness or hardness are thought of as dispositional 
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attributes. More of a physiological origin is attributed to “tempera- 
ment’. Its connotation is still linked with that of the bodily humours 
conceived of as its source in early Greece and its characteristic 
qualities are lethargy or melancholy, passionateness or liveliness. 
In contrast, the word ‘personality’ is somewhat more comprehen- 
sive than any of these. Some reference to Personality A is, for 
example, implicit in Allport’s description of personality as the 
dynamic organization within the individual of those psycho- 
physical systems that determine his unique adjustment; and among 
many pregnant suggestions perhaps the most significant is Allport’s 
reminder of the core of continuity behind the ‘persona’ or ‘informa- 
tive mask’ which each human being presents to the world. Something 
of revelation and concealment is characteristic always of those 
responses to which the word personality is suitably applied.[1] 
Fuller recognition of the social implications of personality is made 
by saying that Personality B (that which is open to observation) is a 
pattern of bodily and mental reactions exhibited by a person in 
Tesponse to a social situation. This admits the complexities of what 
is again an inner and an outer; and it permits the inclusion of all 
personal qualities and social relationships as inalienable aspects of 
a whole. It carries with it the implication of membership of a group; 
but it also subsumes all that is discernible of disposition, character, 


temperament, and intelligence as these are seen to function by some 
other individual. 


The study of personality 


Most of the methods used for 
within them an admission of 
historical development may bes 
a progression from the inter 


and indeterminate tracings, 
choices in activities, 


with the observation of ‘behaviour’; and supplementary to them 


of another's experience DI 
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questions may be asked in pencil and paper tests whose intentions 
are disguised with greater or lesser deliberateness.[4] 

Typical of undisguised and unstructured interviews are those in 
which a reply is made to a request for advice. These range in length 
from psycho-analytic sessions extending over many months to the 
brief appraisal of a stranger who may ask the way. In written form 
they are represented by autobiographical studies: Write an essay on: 
“My Earliest Memory’.[5] 

More obviously patterned are the interviews designed to discover 
attitude on a specific issue [6] or the tests of interests, attitude or 
values in the style set by Thurstone and his successors.[7] These may 
invite merely agreement or disagreement. 


Put a tick opposite each statement with which you agree. 


‘No one would work with his brain if he could earn as good a 
living by using his hands,’ etc. 


They may ask a rating in terms of a five-point scale. 


With which of the following statements do you agree? Give four 
votes to those with which you agree most strongly and 0 to those 
with which you do not agree at all, etc. 


‘The boys and girls who can stay on at school are lucky.’ 


Give four votes to the statements which are most like what you 
would have said, etc. etc. 


‘Tom said he played games because his friends did it. 
Mary said she did it because she liked doing so,’ etc. 


Information may be sought by asking details of activities during a 
specified period — a week-end, a fortnight, a month. These questions 
again may be uncontrolled (What did you do?) or controlled (Which 
did you do?) 

-.. designed a toy. ... went skating. ... went to a library. 

. read a book on sport. ... read a love story. ... read a 
book on art.* 


Comparable to these are tests in which drawings or pictures are 
offered as a stimulus to interest in the questions asked. A modern 
variant is a film-strip produced by Rudd with photographs of two 

* These examples are from Fleming, C. M., P.A. I. A Study of Preferences - 


an unpublished test of the interests of adolescent boys and girls. 
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pupils reacting in differing fashions in situations designed to illustrate 
co-operation, interest in school work, determination, sociability, and 
the like.[8] In this, while the photograph is being shown, a standard 
‘commentary is read and two questions are asked to which the pupils 


are to reply by writing: always, very often, sometimes, rarely, or 
never. 


Picture 50. Co-operation 


Whilst the netball teams were getting ready, Pamela and Mavis were 
taking turns at seeing how many times they could bounce the ball 
and catch it. Now the teams are ready; but Pamela still continues 
her turn at bouncing. Mavis calls to her, telling her to bring the ball 
so that they can all get on with the game. 


A. Do you like to finish what you are doing before you join in 


with the others, as Pamela does, even if it means that they 
have to wait for you? 


B. Are you, like Mavis, anxious to help the others to do what 
they want to, even if it means giving up what you want to do? 


Picture 51. Sociability 


The class is being taken out for the afternoon and teacher has been 
getting the children in pairs. As a result neither Billy nor George can 


be with his special friend. George prefers to go with John but Billy 
prefers to remain on his own. 


A. If you cannot be with your Special friend, do you prefer to be 
with somebody else, no matter who, as George does? 
B. If you cannot be with your Special friend, do you prefer to 
remain alone, as Billy does? 
A variant of this, but without 
Guess-Who? technique in which ( 
others) pupils are asked to rate themselves on a disguised five-point 
scale.[9] Below are some of the things the class said about ANNA; 
BETTY, CECILIA, DOROTHY, and EVELYN. Write in the blank space 
provided here, .......... » the name of the girl who is most like 
yourself. You may cross out the Ways in which she is not like you: 


EVELYN: Sullen, not at all helpful; never agrees with others; 
would neither lead nor follow, but would only raise objections; 
is never able to work smoothly with others. 
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DOROTHY: Very seldom offers help; does not accept group decisions 
and, if not allowed to lead, follows with indifference; often 
comes into conflict when working with others, but if encour- 
aged in a friendly manner, can be made to work with others, 
etc. etc. 


Of like directness are the tests in which an invitation is given to 
Sort statements into piles ranging from ‘Most true about myself’ to 
"least true about myself" (as I am, as other people think I am, as I 
would like to be).[10] In Staines' application of this to education the 
list included: good at school-work, able to speak well, clumsy or 
awkward, better at . . . than at any other subject, top of the class, 
popular, like to share things with other people, make lots of mistakes, 
like to see fair play, like reading, want a better job than other people 
get, finish whatever I start. With this may be compared the more 
formal method of scoring adapted by Dang in her study of co- 
operation[11] in which she invited teachers to record for each 
colleague an index number ranging from + 100 to — 100 on a 
nine-point scale with descriptive keys such as: I am willing to make 
a very great sacrifice for the sake of ‘...’. I don’t mind making a 
small sacrifice for the sake of *. . .". I am willing to make a consider- 
able sacrifice to avoid working with or get away from ‘...’. I am 
willing to a make a very great sacrifice to avoid working with or get 
away from `. 7. 

The helpfulness of this colleague is the chief reason for my happi- 
ness, in working for the school. This colleague sometimes increases 
my happiness, in working for the school. This colleague has no 
effect whatsoever on my happiness, in working for the school. This 
colleague makes it impossible for me to work happily for the school. 

All such questions as to opinions, values, experience, and attitudes 
are dependent both on the degree of self-awareness and on the 
ability to differentiate which characterize the children or adults who 
are being interviewed. They are related also to their willingness to 
answer with honesty and frankness; and this in turn is a function of 
their relationship to and their judgement of the interviewer. 

In contrast, all disguised inquiries tend to take a somewhat more 
artificial form. Prominent among them are the studies of perceptual 
responses to which reference has already been made. These ‘pro- 
jective techniques’ are based on the belief that perception is affected 
by past experiences and personal Se ‘projected’ into: what is 
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seen or heard, especially in situations in which the stimulating 
circumstance is of a somewhat unstructured or vague type (see 
Chapter VI above). Illustrative of this are Rorschach's series of 
ink-blots, and Murray's set of pictures designed to invite reaction to 
a theme — in the Thematic Apperception Test (T.A.T.) standardized 
for adults or the C.A.T. series presented as a Children's Apperceptive 
Test (C.A.T.). Similar to these are the games with dolls (Doll-play), 
the making of a ‘world’ with blocks or toys (Lowenfeld’s Mosaics 
Test and World Test), the planning of an impromptu play — psycho- 
drama or sociodrama — or the filling in of the balloons in a cartoon. 
‘Look at this (picture) and tell me all about it.’ ‘What is the ‘world’ 
you have made?’ ‘What scene are you acting? ‘How do you think 
he would feel?’ ‘Some people are angry. Who are they?’ Questions of 
this type present situations of an open-ended sort; and provide 
material from which ratings of a variety of attributes can be made.[12] 

Also disguised but more clearly structured are the more impersonal 
ways of testing interests and attitudes. Notable among these are the 
tests of interest through information developed by Peel and Lambert 
for example in inquiries into the relevance of interests to scholastic 
success. [13] Of similar intention are the attempts to secure controlled 
conditions on which to base judgements by giving an invitation to 
complete a particular scene, to play a specified role or to partake in 
a leaderless group discussion as to a specified task or on a prescribed 
topic.[14] 

From all these approaches, undisguised or disguised, structured 
or unstructured, much material has been collected in the last few 
decades. Many such devices were put to severe test in the large-scale 
assessment of men and women which was part of the contribution 
made by psychologists in World War II; and t 
the analysis of intelligence-test results, the hi. 
metric technicians were applied.[15] 


o their analysis as to 
ghest skills of psycho- 


Use of results of assessment 


Mention has already been made of the fact that in the case of tests 
of intelligence the earliest reaction of those who attempted their 
interpretation was to the effect that the abilities discerned were the 
property or inalienable attributes of the individuals under study, and 
relative intellectual status was therefore believed to have consider- 
able constancy - a misinterpretation later corrected by the substitu- 
tion of a long term for a cross-sectional approach. 
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A similar exaggeration of the fixity, independence, and personal 
attachment of attributes may be discerned in many earlier discussions 
of the results of the study of personality. The first school assessments 
of personality were, for example, used as contributory to the thesis 
that there are distinct types of children for whom different kinds of 
educational treatment are required. A corrective to this came not so 
much through long-term studies of the personal development of boys 
and girls as from an increase in discernment on the part of social 
psychologists and from a fuller recognition that trait differences 
within individuals are greater and more varied than had been sus- 
pected.[16] Human beings who, on first impression, seem to be at 
similar positions on a personality dimension such as sociability or 
dependability may prove, on closer acquaintance, to be very different 
in respect of caution, persistence, submissiveness or cheerfulness. 
Human beings are also appraised in different fashions by different 
judges; and they respond in different fashions to differing sorts of 
treatment. Not only do the personal ratings given to pupils by 
teachers in different subject fields show correlations ranging from 
— 0-15 to + 0-8, but assessments on single traits such as confidence 
show little consistency from one teacher of the same subject to 
another, and even larger discrepancies appear between teachers’ 
ratings and the assessments given by pupils to one another [17] (see 
Chapter III above). 

Similar inconsistencies are found in the interpretations given to 
Protocols obtained from reactions to Rorschach ink-blots, T.A.T. 
pictures, essays, and the like; and experienced clinicians, psycholo- 
gists and psychiatrists do not agree with one another on general 
assessments based on structured or on unstructured interviews.[18] 
With regret, therefore, it has to be admitted that little progress 
has been made in surmounting the difficulties presented by the 
assessment of human ‘personality’.[19] ‘Personality’ is itself always 
a reaction to a social situation; and its ‘perceiving’ by another is so 
emotionally and intellectually involved that any personal rating is as 
much a ‘perceptual activity’ or a ‘mode of regard’ on the part of the 
rater as it is indicative of a ‘quality’ of the person who is subjected 


to the rating.[20] 


Teachers’ estimates and selective interviews 


On this account, extreme caution has now to be exercised in respect 
of the suggestion that the results of an interview or the estimates of 
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teachers should be used as deciding factors in determining the 
educational future of a child. In situations in which segregation into 
specialized schools and a limited number of vacancies force the 
making of a definite allocation to one course of studies or another, 
there is reason to believe that the least unreliable method of selection 
is one which permits pupils to ‘speak for themselves’ through their 
performance in a well-balanced variety of tests in general mental 
ability and in subjects such as Arithmetic and English which are 
representative of their response to the educational stimulation they 
have so far received and therefore indicative of their present general 
level of interest and industriousness.[21] 

Various proposals have been made as to procedures by which 
corrections through scaling standardized test results can be applied 
to teachers’ estimates to meet the known facts that teachers’ stand- 
ards vary from school to school, that their ‘marks’ cannot be inter- 
preted beyond their own classrooms, and that their opinions are 
inevitably subject to misconceptions of a variety of kinds.[22] No 
one of these devices can, however, meet the major criticism that the 
ranking within a school (to the extent that it depends on personal 
estimates) is subject to the bias known to characterize all personality 
assessments. The rank-order given by Miss X would not have been 
that of Mr Y and neither might have been agreed to by Mrs Z. The 
personal haloes consequent on perceptual hypotheses may operate in 
favour of one pupil and against another. An awareness of their signifi- 
cance is characteristic of much informed educational thinking today. 


The keeping of records 


In partial reaction to this difficulty there has come an alternative 
suggestion - that for each pupil there should be kept a cumulative 
record* of the independent judgements of different teachers over a 
number of years. This commonly includes an invitation to make 
personal ratings as to persistence, concentration or response in class. 
It may invite comments on Special interests and noticeable dis- 
abilities which requireconsideration. Itmay aska record of regularity 
of attendance or the occurrence of ill health. In addition to all this, 
the details of standardized test scores obtained at different periods 


commonly provide a valuable corrective to the subjectivity of much 
of the rest. 


* For fuller discussion see: Fleming, C. 
University of London Press. 1945 and 1954. 
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The keeping of such records carries with it a great reward in the 
evidence it marshals as to the serial development of each pupil as 
well as in the stimulus it gives to the teacher's more discerning 
observation of each child.[23] Teachers who are wise in their 
collection of anecdotal records from day to day are led both to 
unexpected discoveries of the interest and the uniqueness of their 
pupils and to the delights of novel experimentation into means by 
Which the deviating ones may be reached and held. Out of such 
discoveries have come some of the finest examples of action research 
within the classroom. 

Cumulative records of this sort are thus contributory to the 
continuing professional growth of teachers; and from careful study 
of their content (in the light of the interpretation to be attached to 
the signatures accompanying each rating) a more informed judge- 
ment can be reached in answer to appeals for advice (by parents 
or prospective employers) than is possible through the unaided 
opinion of one counsellor. They are therefore of great significance 
in educational guidance within a school. In the objective discrimina- 
tion required by competitive selection between pupils from different 
Schools they have, however, less to contribute than the evidence as to 
present competence and clear-headedness which is provided by the 
applicants themselves in their own answers to selection tests. Where 
discrepancies are great between present performances and earlier 
records the question of further and more careful analysis is raised; 
and in series of tests designed for mental measurement there is often 
à means of identifying the most discriminative items which may be 
doubly weighted when a second means of differentiation seems to be 
desirable.[24] This does not carry the admission that such dis- 
criminatory selection is in line with what is known as to the course 
of human development and the later responses of human beings of 
similar initial competence. It does mean, however, that the impact of 
one human being upon another is now recognized as so great that 
teachers are passing from a hypostasizing of the assessment of 
individual attributes to a fuller awareness of the connection between 
their own reactions and the responses of their pupils. Further 
Consideration may, on this account, be given to the processes of 
interaction within groups and to the teacher's words and gestures as 


contributory to classroom morale. 
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XIV 


SELF-OBSERVATION AND 
THE STUDY OF GROUPS 
WT M———————M— 


MENTION HAS ALREADY been made of the work of Lewin and of 
Anderson in their combining of the anthropological recording of 
behaviour with experimental modification of the ‘climate’ of the 
classroom as that is affected by the teacher's ‘classroom personality'. 
More recent developments of this type of recording are exemplified 
in Rudd's analytic observation of pupils under categories such as 
problem-solving, social contributions, responses to questions, lend- 


ing or borrowing equipment, damaging equipment, refusal to con- 
form, and the like.[1] 


The interaction process 


Considerable interest also attaches to a series of investigations 
sponsored by Harvard University Laboratory of Social Relations.[2] 
These are not Specifically directed to teaching; and, as formulated 
by their authors, they include the use of a somewhat elaborate piece 
of apparatus. They are, however, valuable as a reminder of the 
complexity of the interactions discernible within small groups; and 
their categories are suggestive of aspects which might be investigated 
by teachers in ‘operational’ research of a descriptive kind or in 
‘action’ researches involving changes in their own procedures. 

The proposals made by Bales and his colleagues amount to the 
requirement that the observer is to disregard momentary impressions 
of qualitative distinctions in such matters as vigour of reaction, 
social status, relationships, or personal motivation, and give full 
attention to the actual process of interaction as it affects the recipient. 
By this simplification, the number of categories can be reduced to 
twelve somewhat general types: 


showing antagonism, tension or rejection, 
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asking for suggestions, opinions, and information, 
giving information, evaluation or direction, 
showing understanding, satisfaction or solidarity. 


Attention is concentrated on the noting of each action as it occurs; 
and percentage differences in the appearance of each type are later 
calculated in settings known (on other grounds) to be characterized 
by qualitative differences in status, in motivation or in temporal 
Sequences such as ‘before’ or ‘after’ a specific event. 

The notable element in all these studies is that they are concerned 
with something other than either the ability, the attributes, and the 
interests of individual children or the teacher's purposes as expressed 
by a prevalent classroom climate. A means is here being offered for 
the recording of interaction between teachers and pupils and between 
one pupil and another in a fashion which permits both later analysis 
and the comparative study of psychological settings of differing sorts. 
In the very simplicity of these proposals there is, however, a danger. 
In spite of the hope they offer of supplementing stenographic or 
Sound-recording and photographic records by symbolic analysis by 
Observers, they are vulnerable to attack on the grounds of super- 
ficiality and subjectivity. They obviously represent an improvement 
on older procedures of teacher-rating;[3] but to an outsider it seems 
a simple matter to record the words used in a series of lessons [4] or 
describe the experience offered to pupils in six months or a year of 
School life.[5] Only through personal participation in such efforts 
can it be realized that a new instrument for research is in fact being 
forged; and only through analysis of the findings of such studies can 
it be seen that sufficient advance has already been made in the 
techniques of observing and recording to permit acceptance of 
Statements to the effect that proof is now available that not only do 
Pupils respond in differing fashions to different teachers [6] and in 
differing fashions to the same teachers using different approaches, [7] 
but that these differences affect attitudes and other observable 
Personal responses as well as any learning measurable by tests of 
attainment.[8] 


Self-observation 

Not all teachers have the opportunity of subjecting their classroom 

Procedures to the analytic study of one who is expert in the recording 

Of the ‘inter-action process’. All can, however, exercise some measure 
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of self-study through the quite simple device of listening with 
awakened interest to the actual words which they themselves use. 

Words and gestures are the chief instruments of change; and these 
derive their effectiveness from their weakening or intensifying of the 
picture each learner is building as to his own relative status and the 
functions he can perform in the corporate life of the group - in 
school at home, in club or camp or workshop. Both fellow- 
learners and those who teach determine the quality of their own 
contribution to this picture through the extent to which they give or 
deny satisfaction to the primary psychological needs. Three dimen- 
sions may therefore be noted in this verbalization: 


appreciation — condemnation; 
participation — exclusion; 
interpretation — prescription; 


and to these may be added an element of variety or monotony in 
each. 


Appreciation in contrast to condemnation 


Words may encourage the expectation of success or promote a fear 
of failure. ‘You got ten correct yesterday.’ ‘She’ll soon put that right.’ 
‘Of course he can.’ ‘What you have to do is to think.’ ‘Be careful." 
“Remember what happened last time.’ 

They may offer appreciation or condemnation. ‘Good,’ "You're 
working hard this afternoon.’ ‘Yes. You are absolutely right.” "You 


could have done better.’ "That's no use.’ "Think for yourself.’ ‘This is 
the C stream of course.’ 


Participation in contrast to exclusion 


Words may be indicative of exclusion. ‘What’s wrong with Catherine?’ 
“We can’t wait for her.’ *He's no good.’ ‘He’s silly.’ ‘Go on, Jean. 
Tell her. She doesn’t know it.’ ‘He’s done nothing to deserve to get 
into the team.’ ‘We’ll see if she’s right. Shall we? Was she right? She 
was not.’ “Walter. No work yet. I’ve been watching you.’ ‘Just look 
what Jim has done. Wrong again.’ ‘Isn’t she a stupid girl!" 

They may be suggestive of an expectation that of course everyone 
wishes to share. ‘We’ll have to see if it works a second time." "Well 
see if we can’t lull these visitors to sleep with our lullaby.’ “Have we 
finished everything?’ ‘Are we ready?’ ‘I think we could make a little 
play.’ ‘Frost kills all sorts of things. Doesn’t it, Susan?’ ‘You’re good 
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at this sort of work. Tell us what happens here.’ "What's the first 
thing we do?’ ‘Ours is a good class. Isn't it?’ *Let's have a look at it 
together.’ ‘This is how we do it.’ ‘Come on. They can do it. We can.’ 


Interpretation as opposed to dogmatic prescription 


Words may also offer an interpretation. ‘Exactly. That is just what 
Tom meant.’ ‘You'd have to say it flies quickly. Wouldn't you?’ ‘I 
know it’s your turn; but would you like to let Jim have a turn 
instead? He’s not had one yet.’ ‘Talking’s all right for little people; 
but I expect bigger boys and girls to behave better.’ “Did yousee what 
Mary did? She moved the beads in a quicker way then the one I 
asked. She knows that two rows have twenty beads and she took two 
rows at a time. It takes much longer to count each bead.’ “You can’t 
always have what you want.’ ‘It’s your arithmetic that is keeping 
you out of the top group.’ ‘Bob is especially good at acting. Let’s 
make him the hero." 

They may carry the implication that no responsibility or initiative 
is expected. ‘Look what I'm doing.’ ‘Sit down.’ ‘Do this.’ “You can’t 
do it unless you watch me.’ ‘I don’t want any talking about it.’ 
‘When you don’t know a word look it up. No guessing.’ ‘Are you 
listening? I want all of you to listen now.’ ‘Don’t ask me when I'm 
helping Billy.’ ‘Put everything down.’ ‘Ready! Pay attention.’ “You 
watch me carefully. I'll write it on the board.’ ‘We are not doing any 
more today.’ 

In response to such remarks human beings come to think of them- 
selves as co-operative, successful, industrious, intelligent, or rejected, 
useless, inadequate, and dull; and as they think — so also they tend 
to become. 

Attempts have sometimes been made to collect statements 
representative of what one should ‘never say to children’. Never say: 
‘T told you so.’ ‘I think very little of . . .' “What a nit-wit you must be.’ 
The issue is a still wider one which is perhaps expressed most simply 
by saying: ‘Never say to any other: Thou fool.’ Many, however, are 
the variants of that statement and extensive are its disguises. 

This does not mean that children or adults should not be told when 
they have failed; but the manner of the telling is both kinder and more 
wise when it is directed to the incident at issue and does not carry 
implications of either scorn or rejection of the person who has met 
defeat. The teacher who is skilful in the art of correction uses phrases 
which are task-orientated, ‘That sum is wrong’, “That is no use’, 
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rather than self-involved “You are wrong’, ‘You are no use’, and 
leaves self-involvement for occasions when a positive self-picture can 
be built. In this sense one can agree with Symonds that all learning is 
through reinforcement or reward;[9] but the most powerful rein- 
forcements come from psychological rather than from physical 
satisfactions such as those proposed by earlier workers such as Hull 
(primary drives), Freud (instincts) or even Thorndike (an imperson- 
ally satisfying state of affairs). The fostering of a sense of adequacy 
and the permitting of some measure of insight are of as great 
significance in the management of men as the giving of approval or 
affection; and the views held by children as to the attitudes and the 
attributes of their teachers are as definitive for education as any 
adult’s willingness to teach.[10] All this is written from the viewpoint 
of the adult who seeks fuller insight into the behaviour of others. 
When attention is turned within, a lively awareness of the common 
humanity of teacher and taught serves as a reminder of the teacher’s 
own longing for appreciation and the teacher’s own need to make the 
fullest possible contribution and attain the deepest possible insight 
into the task in hand. With this there comes the challenge to per- 
severance in good works. This the wise teacher both accepts as a 
personal requirement and offers to pupils as the ideal of self-hood 
with which alone they can be satisfied. 

The interpretation in terms of needs is never a soft gospel offered 
in condonement of backsliding either in conduct or in learning. It 
has sometimes been suggested that the good teachers are those who 
come to terms with the immaturity, the anxiety, the loneliness, and 
the resentment of the ‘child’ within themselves.[11] More light is cast 
upon the teaching situation by the comment that they are men and 
women who have reached awareness of the processes through which 
fear, indignation, and hostility are born within their pupils and within 
themselves. Gaining of self-insight brings some benefit to all; and 
in this sense also each is more like the other than has often been 
supposed. 

In the light of present knowledge there thus comes to each teacher 
the challenge of the known effect of habitual phrases and of the 
resistance to change which characterizes a self-picture when it has 
once been built. ‘He says I can; but I can't. I am not that sort of 
person.’ Much of this used to be discussed in more ambiguous fashion 
in terms of the attitudinal control of suggestion and the means of 
combating undesirable beliefs.[12] A clearer formulation and one 
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more relevant to human relationships is to be found in these recent 
records from the study of the psychic surface with its self-concepts 
rooted in personal needs;[13] and in response to the observation of 
the words they use and the implications which these words carry 
many teachers are today transforming their procedures nearer to the 
heart's desire. 
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THE TEACHER AS EXPERIMENTER 


XV 


EXPERIMENTATION 
AND EDUCATIONAL RESEARCH 


A DELIGHT IN doing something not done before is contributory to 
the fascination which teaching exercises upon both young and old. 
Most teachers are, therefore, experimentally inclined. ‘I can do it.’ 
"Let me show you.’ ‘Listen to me.’ And, for most, the impulse to 
‘teach’ is followed by an assessment. ‘Have they learned?’ ‘Is there a 
better way?’ Habitual answers may vary with experience and with 
attitude. The mere existence of the question contributes, however, 
more often than is admitted, to modifications in method and to 
differences in approach on another occasion. 

By such small unnoticed steps and little nameless unrecorded acts 
there come the massive changes through which unskilled and hesitant 
entrants to the teaching profession are transformed into ‘experi- 
enced’ teachers. The same joy in experimenting is, in unacknowledged 
fashions, to be found in husbands and wives, brothers, sisters, friends, 
and fellow-workers who reach out as ‘teachers’ to the modifying of 
other members in their groups. 

Experimentation within schools is an extension of this personal 
delight. The phrase carries the connotation of the initiation of 
change ~ in procedures, in organization, in materials of instruction 
or in choice of subject-matter — and the changes result from a chal- 
lenge based on the personal opinion of an innovator. Relatively 
small departures from tradition on the part of discerning teachers 
have thus prepared the way for later quite general acceptance of 
notions whose novelty made them at one time both startling and 
unacceptable. Infant schools, the introduction of science or mathe- 
Matics or the mother-tongue to the curriculum, nursery schools, 
self-instruction, self-correction, project methods, the therapy of 
art or movement or drama, fundamental education, the community 
school. Phrases such as these carry echoes of an originality in 
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experimentation which is still probably the most important source of 
educational advance. 

Experimentation in schools is, however, to be distinguished from 
educational research in which deliberate attention is given to the 
verifying of hypotheses or the testing of the significance of observable 
changes. The teacher as an experimenter may be somewhat casual in 
approach. The teacher as a research worker is pledged to examine 
any theory in the light of evidence from the most carefully scrutinized 
and representative body of available facts.[1] 


The methods used by educational research workers 


The methods of educational research workers may, like those of 
psychologists, be described under three headings: (a) the making and 
recording of observations (the study of the obvious in oneself or in 
others, with or without apparatus of various kinds); (b) the asking of 
questions (the search for that which is not immediately discernible 
in a face-to-face interview or a paper and pencil test, and in response 
to materials and to situations of a variety of types); (c) the analysis 
and interpretation of findings in terms of statistical concepts (with 
or without mechanical aid and ranging from the simplest generaliza- 
tions as to frequency of occurrence to the most elaborate psycho- 
metric and sociometric technicalities). 

The story of educational research, like the history of psychology, 
is the record of the changes in these procedures which have followed 
upon increases in technical skill and upon expansion of the range of 
the topics studied. From the study of individuals to the study of 
groups, from the study of the functioning of mental faculties 
through the study of the physiological correlates of mental processes 
to inquiries into attitudes, personal attributes and the emotional 
and social determinants of learning. The same sequence is character- 
istic of both. It may be traced in the content of books on the psycho- 
logy of teaching, in the activities required from students in Training 
Colleges and University Departments of Education, in the questions 
set in examinations in psychology and education, [2] and in the titles 
of theses submitted for higher degrees in these fields. In teacher- 
training studies, for example, in the 1900s the clear statement could 
still be made that introspection was the only method by which a 
sound knowledge of psychology could be obtained; and students 
were asked to examine themselves, to note their states of conscious- 
ness, and to investigate their own imagery. By the 1910s miniature 
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psychological laboratories had been set up in many places; and 
students were being set to test their reactions in mirror drawing, or 
in tachistoscopic experiments on the rate and accuracy of their 
perceptions. (They then wrote records of practical work in fashions 
reminiscent of a physiologist's or a physicist's laboratory.) In the 
1920s some of them were invited to co-operate in surveys of achieve- 
ment in arithmetic, reading, and what is commonly called intelli- 
gence. In the 1930s their attention was directed to diagnostic tests 
and the remedial tuition of children in difficulty; and by the 1940s 
most of them had been introduced to the painstaking and accurate 
study of the.home life, the attitudes, and the interests of their pupils. 
Earlier procedures have not necessarily been abandoned. The rich 
legacy of the past is still relevant to certain present problems; but the 
changes that have occurred may be estimated from the attention now 
being given to the social psychology of education in its current sense 
of the personal-social determinants of learning, sociometry, peer 
relationships, the contagion of behaviour in groups, and the mould- 
ing of a pupil's self-picture through word, gesture, and example in 
the ordinary contacts of school and playground.[3] 


Operational and action research 


The techniques of research were first applied in laboratories to human 
beings (adults or children) brought there for the specific purpose of a 
research worker. One problem was selected for investigation and 
attempts were made to study one variable at a time with careful 
control of details of procedure and exact recordings both of obser- 
vations made and of responses secured. 

By the beginning of the twentieth century a distinction was being 
drawn between such ‘pure’ research and so-called ‘practical’ research 
-the latter being the activities of those who began by studying a 
going concern, selected one item for investigation, set up a com- 
parable situation in a laboratory, and, later, transferred a modifi- 
cation of procedure to the practical setting in which the research had 
had its origin. [4] 

At about the same time the phrase ‘experimental education’ was 
applied to activities similar to those used in laboratory studies of 
perception, attention, memory, association, imagination, thinking, 
and reasoning when these activities took place in the classroom — the 
chief distinction being in the place of the experiment rather than its 
nature. By an extension of meaning, the term was also applied to 
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deductions drawn from such investigations as to the learning and 
teaching of school subjects.[5] 

The title “educational research’ was used later (in contrast to 
"psychological research") when it was realized more clearly that the 
observing and interviewing of individuals in the artificial style of a 
laboratory was less relevant to education than their study in the 
actual setting of a home or a school. 

A similar more recent distinction is now made between operational 
and experimental research — ‘operational’ research being the scientific 
study of a procedure as it normally occurs in practice while 'experi- 
mental’ research requires the setting up of special conditions. A 
further distinction within the field of applied research is that between 
operational or experimental research and ‘action’ research in which 
‘action’ is taken and a change in normal procedure is introduced, the 
techniques of research then being applied to the study of the changed 
procedure. [6] 

, Mention has already been made of many instances of such opera- 
tional and action research; and the mutual indebtedness of psycho- 
logists and teachers is great. Down the decades the questions of 
educators and the study of their practices provided fields for in- 
quiry and material for investigation; and the first fruits of ‘experi- 
mental education’ were offered by psychologists who came into the 
schools as outsiders Prepared to organize and to report upon 
researches in classrooms which were not their own. Herbart, Galton, 
Stanley Hall, Ebbinghaus, Binet, Meumann, Thorndike, Judd, 
Claparéde. Their studies of memorizing and associated ideas, like 
their experiments on imagination, inventiveness, and learning, led 
directly to the refinements of psychometry and perceptual theory as 
well as to the methods of PSycho-analysis and the techniques of 
projective testing; and in direct succession to their work are the more 
recent contributions of Moreno, Sherif, Axline or Rogers. Meanwhile, 
in tentative fashion at first, an increasing number of studies were 
reported by pioneering teachers, by school superintendents and 
inspectors, by lecturers in Universities and Training Colleges, and by 
workers in Child Guidance Clinics, These had all taken the step of 
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Topics in the field of educational research 

Topics for inquiry have been found in many of the issues which 
concern school life and work. They can usefully be classified under 
two headings: 


(a) the effect of membership of groups — human relationships and 
their influence upon behaviour and upon the development of 
personality; 


(b) educational guidance. 


The study of human relationships in education may be approached 
in a variety of ways, of which the following questions represent a 


sample: 


What is the relative value of group methods of learning as com- 
pared with class instruction? 

(What happens when friends are allowed to co-operate in the 
classroom?) 

What is the effect of differing types of social climate upon attitude 
and attainment? 

(What are the differing effects produced by different teachers?) 

What are the concomitants of confidence, co-operation, sociability, 
friendly attitudes, good morale, etc. etc. 

(What are the patterns of attraction and repulsion within a 
classroom?) 

What are the interests, preferences, attitudes, opinions, and wishes 
of selected groups of children or teachers? 

What is the relation of such interests, attitudes or ambitions to 
experiences at home or in school or college? 

What is their effect upon susceptibility to learning (in any field)? 

What are the therapeutic effects of teaching, of discussions, of 
reading, of dramatizing, etc.? 

What are the personal and social consequences of success (or 
failure)? 

What are the observable differences between teachers when they 
are succeeding and teachers in situations and with points of 
view associated with failure and dissatisfaction? 

What are the attributes of pupils in situations in which they may 
be called leaders and what are their relationships (in such 


situations) to other pupils and to staff? 
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What are the self-pictures held by pupils under various types of 
school organization? 


Contributions to educational guidance may also take a variety 
of forms: 


analysis of what is involved in appreciation of art and literature, in 
success in mathematics, science, languages, and the like; 

projects associated with test construction — item validation, estima- 
tion of reliability, factorial analysis, and analysis of variance 
(these may be applied to any subject-field); 

construction of diagnostic tests and of remedial material (in any 
subject); 

studies as to methods of assessing personality, as to teachers' 
ratings and the markings of essays and exercises; 

inquiries into the personal, social, and intellectual consequences of 
different types of classification and segregation. 


On all of these relevant material is available in learned journals, 
in reviews of educational and psychological research, and in the lists 


of completed theses published by many Universities and research 
councils.[7] 


Samples of research 


A brief account of some recent inquiries undertaken by independent 
workers may be of interest here. 

Ina study of the arithmetical experiences offered to children in their 
first few weeks at school, Khan, for example, made a careful daily 
recording over some ten months of the behaviour of five-year-old 
pupils and their teachers.[8] Her work was in line with that of the 
reports organized by Lewin and by Anderson; but it was carried out 
in London as a study of *operations in Progress’ with no interference 
with’ the accepted practices of busy teachers, each responsible for 
over forty pupils in a class. 

In one school the teacher believed in incidental ways of learning 
and let the pupils devise their own methods of using the materials 
and toys provided. She moved amongst them and offered help only 
where it seemed to be required. David, pretending to be a postman, 
came to the teacher’s desk and knocked at the door of the cupboard. 
"Good morning, Mr Postman. Is there any letter for me?’ ‘Yes.’ He 
gave her a few ‘letters’ made of used Christmas cards. ‘How many 
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letters have you brought me today?’ ‘Six.’ ‘Have you any for Mrs 
Khan?’ ‘Yes. But she has only two letters. I hope to bring some more 
for her tomorrow.’ Barbara, Mary, Francesca, and Jean gave to the 
teacher some flour, margarine, and jam they had brought from home. 
Later they came for them. ‘What are you going to make today?’ 
‘Jam tarts.’ ‘Show me when you've finished and I'll see if the oven is 
free for us.’ When the pastries were baked she brought them back 
to the classroom. The cooks, who had now washed up and made all 
tidy, gathered round. ‘Which is yours?’ ‘How many did you make?’ 
“How many were there altogether?’ ‘Now you can do some little 
sums’. ‘What do you want to use?’ “You can copy mine if you want 
to; or you can use the bricks and make another story of your own.’ 

In another school the teacher did not believe that children could 
learn much when left on their own. Her methods were formal and 
little was done to develop the arithmetical uses which could be made 
of the small amount of material provided. There was a tendency to 
disorderliness, inattention, and boredom in place of the happy 
absorption and co-operative activity which characterized the other 
classroom. ‘I wonder if you could go to the sand tray and get me four 
things out of it. Can you? ‘Yes.’ ‘Go and get them then.’ ‘Now we'll 
see if he’s right. How many did we ask?’ ‘Four.’ ‘Count them: one, 
two, three, four, five. Was he right? ‘No.’ ‘How many did I want? 
‘Four.’ ‘That is simply shocking. Frank, you bring me two shells.’ 
‘Is he right’. ‘Let’s give him a clap.’ ‘Look at this. There are three 
flowers in this picture. This is the figure 3. These pictures are given 
to help you in counting. We are not doing the rest today.’ 

From details of this kind Khan obtained evidence both of the 
range of individual differences in each group and of the difficulties 
encountered by pupils in writing and reading numbers, in enumera- 
ting, in the process of generalization: 


1+1=2 so 100+ 100 = 2 100 (‘two one hundreds’) 


and the understanding of the meaning of numbers: ‘No picture needs 
to be drawn under the figure nought.’ In the observable differences 
between the two groups there was also support for the finding that 
instruction requires to be reinforced by the satisfying of primary 
human needs. Those pupils who were given the more dictatorial type 
of tuition and received no reward for or recognition of their tentative 
use of arithmetical concepts showed fewer overt signs of learning 
and appeared to make less m than those whose teachers 
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pointed the way past the informal manipulation of material to the 
discovery, the recognition, and the use of arithmetical concepts of 
various kinds. 

Comparable operational studies of social climates and their effect 
upon the reactions of adolescents and adults are to be found in the 
prolonged records made by Basu and by Ansari in Youth Clubs and 
by Tawadros in a social club for psychiatric patients.[9] 

Of similar interest is a study of Edwards in which a series of three 
mock elections, at something like six-monthly intervals, were held 
to discover which twelve boys would be chosen by their classmates 
to act as prefects in a group which had worked together for four 
years without differentiation of status or any symbolic authority.[10] 
Along with the second and third elections and at the end of the school 
year sociometric questions were asked as to their preferred choices 
and rejections in the sharing of a tent at a school camp. A positive 
relationship. was found between sociometric status and election as a 
prefect although the latter was .not entirely related to personal 
predilection. The relationship of social status with intelligence was 
negligible; but academic success was noticeable among those chosen 
as prefects and, within the range of intelligence covered by the class, 
social acceptability seemed more clearly associated with good school- 
work than was initial ability as shown by scores in an intelligence 
test. 

In these studies no ‘action’ was taken in the sense of an experi- 
mental modification of classroom activities or organization. The same 
is true of an inquiry by Hayes into what appeared to be a relative 
lack of spontaneity in dramatic improvisations (Spontaneity Tests), 
group discussions, and creative writing in prose and poetry on the 
part of groups of girls taking commercial subjects in a Technical 
School in contrast with the greater social cohesion and greater 
flexibility of response found among girls following a course in 
Domestic Science.[11] The supposition with which the investigation 
began won some measure of confirmation from an analysis of short- 
hand records of words and actions combined with teachers’ assess- 
ments for sociability and initiative, along with the results of a Guess- 
Who? questionnaire designed to discover which girls were in their 
classmates’ opinion most ready to take a share in group life, and a 
standardized attitude test which permitted each pupil to give an 
estimate of her own sociability. 
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Action research 


Similar carefulness of design and similar indebtedness to the work 
of Moreno may be traced in another series of studies in which experi- 
mental changes or ‘actions’ of greater or lesser complexity were 
super-added to questionnaires and observational records. Morgan, 
for example, undertook an inquiry into the patterns of attraction 
and repulsion which developed in the course of a school year in a 
class of thirty-one boys and girls who, at the opening of a session, 
had met for the first time in a large Grammar School new to them 
all.[12] This socio-genetic study of the birth and growth of a small 
community of peers began at the end of the first week of term with 
the invitation to the pupils to make a confidential statement as to 
those with whom they would most prefer to sit and those whom they 
would like to avoid. Reseating was arranged to meet their choices 
and every six weeks throughout the school year they were given a 
chance to choose again. On the fourth and subsequent occasions they 
were also asked to rate every member of the class on a five-point scale 
by putting a cross in one of five columns on a sheet showing the names 
of all the pupils. In column 1 they were to put a cross against the 
names of all with whom they very much wanted to sit. In column 5 
they were then to show which ones they very much did not want to sit 
beside. In column 3 they were asked to mark those about whose 
proximity they were indifferent, while column 2 was for those beside 
whom they would like to sit, and column 4 for those with whom they 
would rather not be associated. 

From choices recorded in this fashion ‘secondary networks’ as 
well as primary patterns of group structure were derived along with 
indices of sociability (seeking to associate with others), popularity 
(being sought by others), and reciprocity of regard. Analysis of these 
showed the development of a preponderance of friendly ratings, an 
absence of a negative phase, and no direct linear relationship between 
Sociability and popularity. . 

Similar reminders of the complexity of the interrelations of class- 
room friendships which are so largely below the level of a teacher's 
awareness have come from recent experimental work by Pearce and 
by Wilkie.[13] These compared classes of pupils permitted to work 
in co-operative fashion in small groups of friends with control groups 
for whom more formal methods were used; and offered further 
evidence from a Grammar School (Pearce) and from a Junior School 
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(Wilkie) of the contribution made to classroom morale by procedures 
which permit participation and the building of an acceptable self- 
picture. 


Research and educational reform 


Educational reforms have, in many cases, had their origin in the 
convincing advocacy of such workers to whose views power has been 
lent by their authoritative citation of evidence in support of an 
innovation. There is, however, a time-lag between certainty on the 
part of a research worker and subsequent transformation of educa- 
tional procedures on the part of other teachers. Rice talked of 
economy of time in the 1890s and demonstrated the futility of long 
periods of repetitive drill in spelling and other subjects. Further 
experimentation was needed to commend his views in the 1910s. 
By 1925 Thorndike, Gray, Gates, and Decroly had proposed better 
methods of teaching both arithmetic and reading; and a small number 
of books designed for self-aided Study in silent reading and self- 
corrective instruction in arithmetic had made it possible to demon- 
strate the effectiveness of individualized work in Winnetka, Dalton 
or Brussels.[14] Another twenty years were to pass before new text- 
books and activity methods became a matter of general interest and 
concern. 

Few research findings have had even so smooth a passage as this. 
Reference has already been made in Chapter VII to the fact that 
some research studies have been inadequately reported. Influential 
among these were the early studies of human development summar- 
ized by Stanley Hall in his two volumes on adolescence in 1904. In 
these, evidence was collected as to averages of groups in height, 
weight, interest, skills, and the like; but no account was taken of 
scattering within groups and overlapping between groups, There was, 
therefore, an appearance of illusory uniformity in his findings; and 
he talked in what now seem exaggerated terms of the clearly defined 
characteristics of pupils of different ages, different sexes, and different 
racial groups. 

Some research findings have been misunderstood. Notable among 
these was the evidence of the late 1900s when attention was beginning 
to be given to the range of individual differences at every age. The 
wide variations demonstrated in the first educational surveys of the 
twentieth century were reported in terms of scores obtained on 4 
single occasion. The progress of pupils was not followed over à 
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period of years; and it was concluded that there were not only types 
of ability but clearly demarcated types of children. It was thus too 
readily assumed that those lacking in any present ability were with- 
out a corresponding capacity — that they were irretrievably word- 
blind, number weak, mechanically incompetent or artistically inept. 
It was therefore expected that initial failure would be followed by 
ultimate defeat; and proposals for 'aptitude' grouping contributed to 
the maintenance of educational systems in which classification and 
Segregation were the prevailing pattern. 

Some research inquiries have been misquoted. Of these perhaps 
the most important were those relating to the retesting of pupils — 
in the late 1910s and after. The figures given in learned journals 
(whether in the form of differences of averages or of coefficients of 
correlation between earlier and later testing) were not such as to 
suggest complete constancy of relative status. The cautious state- 
ments of research workers were, however, disregarded by many 
administrators. Qualifying clauses were omitted from reports of 
results; and research findings were cited in support of a competitive 
Segregation into groups of initially equal ability which was acceptable 
for other reasons.[15] € 

Research findings have met with opposition as well as with in- 
difference, misinterpretation or misquotation. of this, perhaps 
the most recent example is the resistance experienced after the 
Eight Year Study in American schools. In 1933 permission was 
Branted to thirty schools to dispense with external examinations at 
the stage of transition from school to University. Students were to 
be admitted in terms of the recommendation of their teachers; and 
teachers were set free to devise their own procedures. A careful 
follow-up through eight years in school and University showed that 
students from the nine-and-twenty schools which had persevered with 
modified methods and curriculum more than held their own at the 
conclusion of a University course with graduates of similar age, sex, 
race, and social background from a control group of secondary 
schools in which traditional procedures had been followed.[16] This 
seemed a successful conclusion to an important investigation for 
which the way had been prepared by several decades of discussion 
of research evidence contributory to the same general conclusion. 

Eight years after the publication of these reports, ata MR Een: 
representative of more than half the schools, it had, SCH to 5 
admitted that in many places the A of the experimental approac. 


TEACHING: A PSYCHOLOGICAL ANALYSIS 


had been lost and the teachers had returned to the traditional pro- 
gramme in spite of the unchallenged finding that there is no single 
School course which alone prepares pupils for later success.[17] 
Changes in staffing, parental pressure towards more orthodox 
procedures, lack of confidence between superintendents and teachers, 
and an absence of consultation between older and newer members 
of staff. All these appear to have been contributory to the relative 
impermanence of the educational reforms attempted. What had 
survived in most schools was a general attitude of co-operativeness 
between colleagues and more friendly relationships with pupils within 
the classrooms of many teachers. This in itself is clear gain; but the 
general disappearance of more detailed changes in methods and in 
curriculum-content illustrates possible sources of opposition and 
Taises questions as to the means which may be taken to overcome 
such obstacles to educational reform. 

There is a very human unwillingness to admit the inadequacy of 
familiar procedures when their Suitability is challenged by an out- 
sider to one’s group; and in an attempt to overcome such resistance, 
and to make more general use of the skilled assistance of many 
workers, National Bureaux or Councils for Educational Research 
have been established in recent years in many countries. These have 
a prestige, a power, and a financial backing beyond the reach of 
independent investigators; but the clue to their acceptability probably 
lies in the complexities of human communication and in those human 
relationships and social attitudes to which the attention of research 
workers in education (as in industry) has only recently been 
turned.[18] The greater the degree of Co-operation they have secured 
and the more obvious the contribution they have invited from teachers, 
the more rapid seems to have been the infiltration of their findings 
into routine practice in the schools.[19] 

A comparable acknowledgement of the human need for partici- 
pation may be detected in the collective research efforts organized 
in some teacher-training departments (McClelland in Dundee, 
Hughes in Leicester), [20]and in refi resher courses and research groups 
for practising teachers (Corey in New York, Oeser in Melbourne, 
Moustakas in Detroit).[21] If ‘action research’ is ‘ours’ we are more 
likely to believe in the findings it Suggests. If ‘operational records’ 
have been made by ‘ourselves’ it is more probable that we will come 
to appreciate the significance of ‘personal interaction in the class- 
room". If ‘we’ have struggled for months with the attempt to under- 
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stand and to describe the social and personal repercussions of 
‘teacher, pupil, and task’ it is more possible that lasting changes in our 
own relationships will be effected. 

A similar encouragement of fuller sharing by teachers in the foster- 
ing of their own professional growth is observable in the use of 
dramatizing (socio-drama or psycho-drama) in the training of 
supervisors,[22] in group discussions in summer schools and inter- 
national seminars, [23] and in the development of journals directed 
to the publication of experimental studies by teachers — Research 
Reviews and Educational Reviews, the Scottish Educational Journal, 
the Higher Educational Journal, Education for Teaching, and the 
British Journal of Educational Studies. Through agencies such as these 
the personal delight in experimentation which characterizes all 
"teachers' is being disciplined and made more fruitful; and through 
the more co-operative planning encouraged by the activities they 
represent it may be expected that the resistance of the ‘in-group’ to 
the innovations of the ‘out-group’ will progressively be reduced. 
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XVI 


ADMINISTRATIVE 
RESPONSIBILITIES 


TEACHERS AS ADMINISTRATORS perhaps even more than teachers as 
craftsmen or as technicians are concerned with their own relation- 
Ships to other people — as leaders of their pupils, as colleagues or 
assistants, and as representative adults in contact with parents or 
prospective employers in the world outside. The social pattern of the 
School includes all these; and its wholesome functioning is affected 


by the undertones supplied by each. 


Leadership studies 

Many references have been made to those relationships between 
teachers and pupils which can be described in terms of Lewin's 
analysis of leadership into types which are autocratic, laissez faire 
or democratic, or of Anderson’s evidence as to the differing effects 
of an approach which is integrative in contrast to one which is more 
completely dominative. Relevant also were the observations made 
by Sherif and by Redl on the changes in role-playing and in prestige 
which can take place from day to day.[1] From a teacher’s point of 
view these are both comforting and disturbing. Tomorrow will not 
necessarily show the same relationships as today. 


Group relationships 

A fuller recognition of the complexity of group relationships came 
from these studies of children and young people in informal groups 
in camps and clubs. It has been enriched also by inquiries into the 
social structures of groups of adults in industry and in the forces. [2] 
These may be considered from the point of view of the emphasis which 
the leader puts upon the task in hand - the target of achievement of 
the team or the productivity of its members.[3] They may differ with 
the degree of autonomy enjoyed by the group, the closeness of the 
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control it exercises over the behaviour of its members, its informality, 
its homogeneity, its stability, and its significance in the general pattern 
of the life of its members.[4] Some groups encourage happiness more 
than others. Some are more cohesive and show more absence of 
quarrelling along with greater encouragement of co-operative shar- 
ing of responsibility.[5] 

The effect produced by groups is also modified by their position 
within a larger organization. [6] They are ‘perceived’ in terms of what 
may be called their inner relationships; but they have meaning also 
in the setting of what is believed to be the purpose of the whole and 
the degree of acceptance accorded to that purpose by the smaller 
groups in which personal and friendly Support is found. Co-operative- 


ness to co-operate on the part of pupils; and more independence and 
inititative is shown both by teachers an 
Which more is permitted by those at higher levels in the school hier- 
archy.[7] In some Schools the heads keep quite apart — through 
personal shyness, disdain or fear. In some they are welcome but 
occasional visitors. In others they may share their private room with 


Subservience. Some make warm contact with their pupils. Others 
look outwards to committee-work and Spend their energies on matters 
other than the intimacies within the school. In all cases these relation- 
ships are circular; and the circle may be either ‘vicious’ or *benefi- 


cent’.[8] Pupils learn better in contact with adults who give them 
atfectionate appreciation. Teachers co 


on the part of all a very i 
ments, to develop loyalti 


This is our group (class). 
We do thus and thus. 
We are like this. 

We are not like that. 
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School discipline 

Through such self-pictures reward and punishment, praise and 
blame reach relative degrees of effectiveness; and in terms of such 
concepts morale is built and school 'discipline is ultimately main- 
tained.[9] A certain vagueness of attitude is, for example, character- 
istic of a situation where morale is low. The ‘weak’ teacher may 
show instability of purpose or hesitancy in presentation. Threaten- 
ings may alternate with forgetfulness; and concentration upon what 
is to be taught may be linked with failure to permit the pupils to 
make their contribution. The ‘awkward’ class may be one which 
has come to expect too little to do or it may be one which has 
memories of a dictatorial handling which was motivated by scorn or 
by fear. ‘Do I accept leadership here?’ says the teacher whose role 
is uncertain in his own eyes. ‘What sort of odd teacher is this?’ says 
the unresponsive class. In a more wholesome climate the teacher is, 
by contrast, more observant, consistent, and hopeful; and the class 
has as its prevailing opinion a picture of itself as willing to co-operate 


in the work of the school. 


Teachers and parents 

The attitudes and the expectations of parents have long been be- 
lieved to affect the reactions of boys and girls; but in this field also 
more is now known as to the ubiquity of the human longing to find 
Oneself in the right; and it is more readily admitted that changes can 
be effected in the attitudes of even the most antagonistic.[10] 
Associations of parents and teachers have done much to foster an 


at many parents take an interest in the schools; and as 


awareness th: t ; SE 
an increase in the contributions 


à parallel development there has been i c c 
of psychologists and teachers to journals designed to give education 


in parent-craft. There is reason, however, to believe that the personal 
attitudes of teachers are still of greater significance than the organiz- 
ing of informative lectures, the giving of invitations to participate in 
the making of school equipment or the provision of guidance through 
printed booklets. From detailed analysis of questions and comments 
in parents’ conversations over a number of years, Garside, for 
example, produced evidence of changes consequent on the realization 
that the teachers had as their primary aim the helping of the children; 
and to an impressive extent, in the studies of Phillips and Stern, the 
picture was built up of parents EC with a somewhat wistful longing 
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were eager to know what was happening in the schools and interested 
to see what their children were doing.[11] 

A recognition of this is perhaps to be discerned in the custom 
prevalent in some places of writing end-of-term reports with com- 
ments on the progress of each pupil. These are, however, of doubtful 
benefit not only because of the difficulty which parents experience in 
making informed judgements on class marks or personal ratings 
which carry no objective significance but because of the opportunity 
which such reports give for unwise praise or unskilful disparage- 
ment. A personal answer to a direct question by a parent remains a 
more satisfactory method of effecting changes in relationships than 
the formal issuing of such documents. 

The devising of ways and means by which contacts may be made 
between parents and teachers Tequires, however, the highest artistry 
on the part of the teacher as administrator, One of the fruits of long- 
term and comparative studies of the development of boys and girls 
was the realization that the physical setting and the planning of youth 
clubs and recreational facilities added much to their effectiveness. [12] 
The permeability of a group is greatly increased if the doorways 
and the furnishings are so arranged that (without attracting undue 
attention) newcomers may insert themselves, observe from a 
distance, approach in a non-committal fashion, and ultimately con- 
tribute some gesture or remark which signals their essential suit- 
ability as participants in a group. In similar fashion, the wise head of 
a school shows a certain artistry in the planning of the approach to 
the teachers’ room and in the techniques by which an invitation is 
given to the parent to pass beyond the ostensible reason for a visit 
to the real object of concern.[13] 

Relationships of parents to teachers, of teachers to heads, and 
teachers to colleagues are all Contributory to the central issue of the 
educational guidance of pupils. This, like vocational guidance, was 
formerly thought as a special responsibility which occurred only at 
points of transition from one class to another, one school to another 
or one stage of education to the next. It is now, however, recognized 
that both in industry and in the schools there is need for the contin- 
uous exercise of all the wisdom of which administrators are cap- 
able.[14] 

Some of the technical skills which contribute to the giving of 
educational advice have been considered in earlier chapters. Survey 
testing is useful. The observation of personal attributes in their 
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Social settings contributes much; and diagnostic testing followed by 
remedial treatment at all levels is greatly to be desired. All these are 
most effective in situations in which the self-perception and the 
aspirations of the pupils are congruent with the purposes and the 
intentions of the teachers. 


Principles of grouping 

As a further contribution to this end certain questions have, however, 
in recent years and with increases in the size of schools, been asked as 
to the best ways of grouping pupils for the purposes of tuition. Starch 
in 1916 (faced by the first evidence as to individual differences) 
Suggested that the separation of the brighter from the duller might 
be desirable; and in the years since then many variants of ‘grouping? 


have been tried.[15] E 
The problem is found at three levels- within a class, within a school, 
Is as to grouping within a class 


and within school systems. Proposal 
are closely linked with experimentation into ways of adapting educa- 
tion to individual differences — initiated by Search and others in the 
1890s and translated into administrative procedures at Dalton and 
Winnetka in the 1920s (see Chapter X above). Accompanying this 
In the 1920s was the alternative proposal that special homogeneous 
Classes should be formed of good, average or weak pupils eX. Y; 
A, B, or C- with the suggestion that when the administrator had 
Classified pupils in this fashion teachers could with greater efficiency 
and ease devote their whole attention to the preparation and presen- 
tation of lessons. Such ‘streaming’ by ability implies a certain rigidity 
9f organization; and it is to be clearly distinguished from the more 

exible ‘grouping’ effected within what is known to be a hetero- 


Beneous class or school.[16] 


Streaming by ability 
Some indication has been given in earlier chapters of the changes in 
Viewpoint which came as a result of the substitution of long-term 
Studies of development for the cross-sectional findings kees ec? 
&rated differences between groups and obscured the wp s i 
e? membership. A summary of the relevance of this is o: 

able VII, p. 250. n : 

Much Sep relevant to streaming — its inp ant es 
Consequences —is available in countries like England Wi iens 
Observable effects of competitive segregation may be seen 1n 
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TABLE VII 
Streaming by Ability 


Origins: m p 
(a) Research findings on individual differences. 
(b) Attempts to adapt organization of schools to these. 
Discussed and tried out in the 1920s. 


Assumptions: 
(a) Desirability of class instruction with uniform tasks and timetable 
for all. 
(b) Significance of ability as a determinant of scholastic success. 
(c) Approximate constancy of relative status. 


Arguments: 
(a) Increase in incentive for all pupils. 
(b) Decrease in discouragement for less successful pupils. 
(c) Production of homogeneous groups for purposes of tuition. 


Evidence: 


(a) Groups after streaming do not remain homogeneous. 

(b) Initial ability is not the chief determinant of scholastic success. 

(c) No significant difference in achievement has been demonstrated 
for all pupils. 


(d) Discouragement in C streams (and Secondary Modern Schools 
in England) appears to have increased. 


Schools, Secondary Modern Schools, and Grammar Schools at all 
levels.[17] Supplementary to this is a certain amount of evidence 
from the United States of America as to the undesirable emotional 
and social consequences of separating younger bright pupils or older 
dull pupils from their peers. Controlled experimentation has failed 
to establish consistent and significant improvements in achievement 
as a sequel to segregation or selective promotion. The threat of 
failure does not of itself make for higher quality of work; and 
automatic promotion does not inevitably increase the variability of 
classes, lower their average achievement or reduce incentive within 
them.[18] 

Quite in line with these studies was an analysis made by Rudd of 
differences discernible within a London selective central school to 
which had been allocated adolescent boys and girls next in order of 
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merit in entrance tests to those who were awarded Grammar School 
places.[19] Two groups with about ninety pupils in each were followed 
over several years. In one, the original grouping into three ‘classes’ 
remained undisturbed. In the other, forty transfers were made from 
one class to another. Recordings of observed classroom reactions 
showed more co-operative behaviour, less aggressiveness towards 
others, and more attentiveness in the groups in which no transfers 
had occurred. In the other groups there was no consistency of re- 
Sponse to promotion or demotion in terms ofattainment, of attitude, 
Or of personality as rated by the staff. Attempts to increase the 
homogeneity of the sub-groups were thus unsuccessful; and the 
average attainments of the pupils were no greater when the organiza- 
Don was based upon streaming than when it was not. Whatever the 
form of grouping, boys and girls appear to learn in accordance with 
Something other than what can be described as their initial ability, 
and also in terms of the learning situation as that is presented to them 
by skilful teaching and perceived by them and by their group.[20] 
In the light of these findings it is possible to understand not only 
the good performance of some pupils in crowded conditions or in 
Single-teacher schools but also the wide fluctuations in scholastic 
achievement as well as in intelligence-test performance which charac- 
terize the educational development of children and adults at all ages 
and under all types of educational stimulation. Something other than 
Brouping seems to be the vital element in progress. ; 

At the same time, it is to be noted that, on the reverse side of the 
Plcture, the uncertainty and the sense of inadequacy which Get: 
Upon ‘streaming’ can be recognized as contributory to LE 
Morale and to an increase in what has sometimes been called ki 

ifferentiation of ability.[21] Under differentiated educational € i 
ment such as that provided in Secondary Modern Schools as = i 
‘tasted with Grammar Schools (or in C streams as against A ue 2 

ifferences appear between groups which were not signilcan ly 
diverse in initial competence. Defeat in one area such a8 ae 
May be followed by the development of special prowess 2: rmerly 
Such as art, This, considered apart from its antecedents, was = ie 

elieved to indicate special artistic aptitude. Defeat in one are y, 
On the other hand, be the precursor © 
and disaffection in all. The exact form which perso 
Will take is not a matter on which prediction ca^ p 
Teasons such as these, greater support in terms O. 
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evidence is available for those more flexible procedures which organ- 
ize units for schooling roughly according to chronological age with 
‘setting’ or ‘grouping’ for special purposes and for short periods. 
Grouping by friendship 

Distinctive among these are the suggestions in terms of classification 
by friendship to which several references have already been made. 
Moreno's sociometric techniques were significant in that they 
provided a more exact method of effecting those friendly relation- 
ships to which the happiest classroom procedures have always been 


TABLE VIII 
Grouping in Terms of Friendly Relationships 


Origins: 
(a) Recognition of significance of satisfaction of psychological needs 
(appreciation and the chance to participate). 


(b) Attempt to utilize these in the organizing of educational 
activities. 


Discussed and tried out in the 1930s and the 1940s. 


Assumptions: 
(@) Desirability of 
instruction. 
(b) Significance of attitudes 
Scholastic success. 


Broup activities in learning in addition to class 


and intentions as determinants of 


Arguments: 


(a) Increase in morale of all pupils. 


Evidence: 
(a) No significant difference in achievement has been demonstrated 
for all pupils. 
(b) Improvement in attitudes, 
been found. 
(c) Increased flexibility of org 
as well as to duller pupils 


and increased social maturity have 


anization appears beneficial to brighter 
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contributory.[22] Deliberate use of friendship or the longing for a 
friend as a means of providing an atmosphere conducive to learning 
is however a matter of even higher artistry than the administrative 
skill which establishes good human relations between teachers and 
adults in the community outside. Such ‘classification by friendship" 
is to be distinguished from a more chaotic 'letting anybody sit 
anywhere...', although it may begin with that on a child's first 
arrival at a school. Its intellectual affinities are summarized in brief 


in Table VIII. 


Educational stereotypes 


Administrative responsibilities of this type must always be under- 
taken within the framework of contemporary belief; and there is 
often a time-lag of some thirty to forty years between professional 
interpretation of research findings and their incorporation into the 
routine of school life and work. 

In this connexion the three most persistent stereotypes — beliefs 
held with emotional tenacity but without evidential support — are 
probably those of discrete stages of growth, of fixed and clearly 
defined types of children, and of differentiated types of mental 
functioning. Acceptance of these tends to be followed by segregation 
for educational purposes, streaming by ability (or by sex, socio- 
economic level or race), and limitations in the curriculum offered to 
each. Their rejection leads to some measure of co-operation within 
somewhat more comprehensive schools, with grouping fora variety 
of purposes, and considerable flexibility in the curriculum provided. 
In the one case homogeneity is desired, class instruction is assumed, 
and specificity of interests is postulated. In the other, heterogeneity 
is recognized, individualized instruction is desired, and the common 
humanity of interests is admitted. 

Between the assumptions of such contemporary stereotypes and 
the evidence which is accumulating from experimental, genetic, and 
social psychology, teachers, as administrators, must find a way for 
themselves and their pupils. Something can be accomplished through 
large-scale administrative decisions; but the permanence of the 
transformations these effect is related always to the degree of ac- 
ceptance they can win in the thinking of the larger world of adults 
outside. Even quite notable experiments [23] can be overlaid by more 
traditional ways and leave little immediate impression if they are 
not confirmed by the sx their hypotheses in the public 
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thinking of other parents and other teachers. More is being done 
and at a more rapid rate through those intimate changes in attitude 
and expectation which are reflected in transformed climates of 
opinion within many schools today. In these the work of teachers as 
competent administrators is subordinated always to their task as 
guides who lead both pupils and their parents to better things. 


"Teachers as purchasers 


As a derivative of such changes in interpretation and in methods of 
promoting learning the responsibilities of teachers as purchasers of 
educational materials are in many respects more heavy than they 
were. 

The good text-book, like the good film or broadcast, reflects expert 
opinion on the organization and presentation of its subject. From 
its author it is reasonable to expect evidence of knowledge of research 
findings as to what is suitable in level of difficulty and order of 
development. It is desirable also that the material be such that some 
degree of individualizing is possible to meet the emergencies of illness, 
absences, differential rates of progress, or temporary unwillingness 
to learn. Some provision for the personal activity of the pupil is 
necessary; and, as a means of winning the co-operation of pupils in 
the responsibilities of self-correction, a diagnostic test keyed to each 
section of the work is essential. In some subjects such material is not 
yet available. The challenge to the expert then lies in its construction 
rather than its purchase; ‘self-instructive,’ ‘self-corrective,’ ‘diagnos- 
tic’ — these three sum up what is being sought when the expert looks 
past the paper, the illustrations, the printing, and the binding to the 
making of a decision on the merits of a new series in any subject- 
field. 

In similar fashion, in the purchase of tests the teacher is concerned 
first with the manual of instructions and norms which accompanies 
each series. This may be expected to give exactly the words which are 
to be used — to permit Standardizing as far as possible of the con- 
ditions of testing. It should show also norms expressed as standard- 
ized scores or percentiles and an indication of the methods used in 
validation and in estimating reliability. (For the latter a figure greater 
than + 0-9 is commonly found for material to whose making expert 
knowledge has gone.) When such information is satisfactory the 
suitability of the test can be admitted in terms of the procedure 
formulated by Binet long ago. Before testing human beings with a 
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test it is reasonable to ask that the test should itself have been tested 
on human beings of comparable age and similar background. Good 
tests still conform to that criterion. 


Guidance: educational and vocational 
All these things are important. It is well that pupils should have 
access to the best text-books, that they should be examined in the 
most expert fashion, and that the use of school buildings as well as 
their construction, ventilation, and heating should be suitably 
planned. In similar fashion, it is desirable that the equipment, wages, 
and material conditions of adult workers should conform to accepted 
Standards; and that boys and girls should find themselves on leaving 
School in situations in which they can grow towards wholesome 
physical maturity. More significant than any of these are, however, 
the human relationships which contribute to the social climates with- 
in which tuition or employment is offered. Supervisors who are 
Prepared to act as guides rather than attempt either /aissez faire or 
dictatorial control. Teachers who recognize the contribution which 
their pupils can make, who permit participation, and who believe in 
the possibility of insight. The presence or absence of such adults and 
the growth of acceptable self-pictures painted through these and 
other human contacts form still the essence of the teaching situation; 
and the provision made for these is the ultimate test of a teacher’s 
administrative skill. 

Responsibility for educational guidance has thus passed beyond 
the choice of materials of instruction or the arrangement oi pupils in 
Suitable educational groups to an awareness of the multi-potentiality 
as well as the variability of human functioning. [24] In the days when 
the Stereotype of ‘types of children’ was as yet unchallenged by long- 
term studies of boys and girls and by large-scale aptitude testing 1n 
the armed forces of many nations it was supposed that pedi 
Must necessarily ‘vary with ability and aptitude’, and in like fas is 
It was thought that vocational guidance must consist 1n See? "i 
Sach recruit to a job of a specific kind. In both cases this ae en 
assumption that only one kind of education and one type SC 
Would be a suitable one and that the ‘rightness’ Ketter bas 
determined at an early age. With fuller understanding d ves 
Some in both fields the admission that all human beings P initie 
alities for success and satisfaction in a much wider range 0. = and 
than had formerly been guessed. While patterns of abilities 
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interests may be discerned among pupils after they have been sub- 
jected to differing types of curriculum and among workers trained 
at different vocational levels there is reason to believe that adjust- 
ment is continuous and that development can be guided. 

‘Aptitude’ may sometimes be ‘inferred’ from initial ability or from 
immediate interest. It is not determined by these. In the sunny climate 
of a wisely ordered classroom many pupils have discovered — often 
to their surprise — that happiness is to be found in tasks which they 
at first feared and disliked; and many adults have ‘discovered’ interest 
in forms of work which to them as outsiders once lacked all human 
attractiveness. There is in children and in adults a certain measure of 
flexibility and modifiability; and success for both depends not only 
on inherited neural and endocrine endowment but upon the oppor- 
tunity offered by interaction with a social as well as a material 
environment.[25] The lesson which is today being learned in schools 
and industry alike, is that while the former remains a hypothesis on 
which pronouncements are hazardous, the latter consists largely in 
the roles offered, rejected or accepted by the groups in which human 
beings meet their tasks. 

This sensitivity to the school as a social situation leads very 
readily to a consideration of the school in its social setting of com- 


munity and neighbourhood; and to this some attention may next be 
given. 
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XVII 
COMMUNITY RESOURCES 


No SCHOOL Is a place sufficient unto itself; and none is quite shut off 
from what is sometimes called the world outside. Even the most 
private residential institutions have inescapable links with the district 
in which their buildings stand; and the most monastic hear echoes of 
the thoughts of other people through the books, broadcasts or news- 
print which inevitably form some part of their traditional media of 
instruction. 

Much has been said as to the relations of parents to teachers; and 
these are admittedly important. It is perhaps not so often remembered 
that the background of family-friends, of church or club or street 
carries weight also in the forming of social attitudes and the determin- 
ing of the ‘in-groups’ to which ‘reference’ is made at any point of 
challenge. ‘That is what we do.’ ‘That is what I am like? ‘My friends 
think this.’[1] 

Earlier evidence is not challenged that the influence of the home 
tends to exceed that of other groups whose formation is later in time 
and at a greater physical distance from the first steps of infancy and 
childhood.[2] More, however, is now known as to the processes by 
which changes can occur; and when differences are noted by boys and 
girls between the viewpoint of their home and that of school or 
college their reactions are now recognized as being more complicated 
than was formerly supposed. They are not a function of physical age. 
Still less are they determined by intellectual ability or socio-economic 
level. They are instead, on this issue also, related to the quality of 
the inner relationships between one human being and another; and 
the direction they take depends upon the degree to which the home 
has satisfied the primary human needs of all its members — not merely 
by the giving of appreciation and love but by inviting co-operation 
and permitting an active contribution. *Mother needs me. I could not 
do that.’ ‘Father is a friend of mine. We think the same on that.’ 
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The values of the neighbourhood 


Influences from other reference-groups reach out in quite comparable 
fashion; and teachers in their work are thus both strengthened and 
enfeebled by the secret pressure of the whole community which has 
wittingly or unawares moulded the self-pictures of the pupils along 
with those other hypotheses, expectancies or sets which they bring 
with them to each act of perception. 

It used to be supposed that there was, among adolescents, an 
inevitable awakening of rebellion against all adult standards. The 
matter is now seen to be more subtle and more challenging. There is in 
adolescents as in all human beings an upthrust of growth and a trend 
to self-improvement; but where this is met with courtesy and under- 
standing its direction is not necessarily antagonistic to the purposes 
and longings of parents and older friends. Where schools or homes 
have succeeded in winning co-operative activity their standards gain 
support from the adolescents in their midst, as well as from younger 
children and older men and women. 

Atthis point the question may be asked as to how such co-operative 
activity can be *won'. The answer seems to be that, like all transmis- 
sion of attitudes, opinions, and values, its winning is related to the 
beliefs held by youngsters as to the meaning of the adult behaviour 
in the interpretation of which they are all the time engaged. A love 
of gardening is not fostered by telling children that they ought to 
garden, or by setting them to weed while mother and father sit in 
the shade. Delight in that pursuit grows little by little through associa- 
tion with others who find in it a source of joy. A lively awareness of 
religious experience is not promoted by sending boys and girls to 
Sunday school, or organizing a school service for them every day, 
while the adults in their group play golf or clean their cars at hours 
when the children know quite well that people are meeting in the 
church for worship. ‘How can I hear what you are saying when what 
you are is thundering in my ears?’ Only those parents or teachers who 
by their actions show that they believe themselves to be still learners 
in the art of living and students of the meaning of human existence 
can hope to see the commitment of their young people to the ideals 
and the faith which they (in theory) hold. 

Tn fashions such as these the values of the neighbourhood make 
entry to the school; and from some such origins there come those 
idiosyncrasies in perceiving which lend both spice and interest to 
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the teacher's task. A letter from a parent in a residential institution. 
A quarrel before breakfast when the children live at home. A family 
reason for rejoicing. Tragedies and illnesses. Adventures and excite- 
ments. All these enter the classroom with the pupils; and teachers 
learn to know that in the most unco-operative group there may 
unexpectedly appear some children who are ready to take another 
stand, while from the most docile class there may emerge a rebel 


waiting for the openings given by those unskilled in the management 
of men. 


Accretions of knowledge 


Some account must also be taken of those accretions of knowledge 
which come to schools according to the pattern of occupational and 
social life in their immediate neighbourhood and in the pupils’ 
homes. The development of a building site. The opening of a factory. 
A picture at the cinema. Plays broadcast on television. Holidays at 
the seaside or in the country. Foreign visitors to the town. To some 
extent these are deliberately used by teachers who are alert to the 
values of the information which pupils can themselves collect. 
Whether openly utilized or not, they leave their traces; and their 
echoes can be overheard in private conversations in classroom or 
canteen. Through the relative consistency of their range and content 
there comes also some of the stability of interests discernible among 
young people as they grow.[3] 


Community of interests 


It is now recognized that similarities are more remarkable than 
differences when comparisons are made between the interests of old 
and young, men and women, boys and girls; and in the congruence 
of the background of their local knowledge there is to be found 
some explanation of this. Interest in ideas, interest in people, and 
interest in things of a variety of sorts — many of these are held in 
common by all members of a family. Others have their roots in the 
enthusiasms of a club-leader or a teacher; and in pursuit of these the 
common humanity of seniors and juniors is of more significance than 
quantitative differences in their skill. In this sense also the school 
is linked by hidden ties of preference, experience, and expectancy to 
the community of which it forms a part. 
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The world outside 

It has sometimes been suggested that life in school is very different 
from life *in the world outside'. This can now be seen to be a stereo- 
type comparable to the earlier belief that a child is quite other 
than a man; and, like that supposition, it assumes a uniformity of 
functioning for which there is no support in observational records. 
The social climate of a school, as of a home, a workshop or an office, 
may be conducive to personal happiness. It may be destructive of 
human joy. To a greater extent than was formerly supposed there 
are, however, similarities of structure in all groups;[4] and, while one 
school is not necessarily like another school, it may be very similar 
in its personal effect to other institutions in the ‘world outside’. 
"Transition from a democratic classroom to a dictatorial and un- 
friendly factory brings special problems in its train. No less real is 
the bewilderment of the child who passes from the rigid hierarchies of 
a formal school to the give-and-take of a workshop run on friendly 
lines. 


Civilian morale 


The world comes to the classroom with the pupils. The school goes 
home at night with them and with their teachers. The joys and sorrows 
of the day linger in the memory — as the day's triumphs and the 
disappointments lend flavour to the leisure hours of all other human 
beings. In this sense also the resources of the community contribute 
to the strengthening or the enfeebling of teachers. 

The responsibility of a home, the confidence of family and of 
friends, voluntary membership of societies of various sorts, books, 
hobbies, games, art, music, and the like, all these with their more 
negative side of distraction, over-pressure, exhaustion or bad 
manners, provide a background of experience through which teachers, 
like all adults, struggle towards increasing maturity of outlook and 
achieve some measure of mental health. In such participatory citizen- 
ship, civilian morale has its origin and is maintained;[5] and much of 
this reaches professional teachers as it reaches all adults — whether 
they choose it or not. No man is an island unto himself, and even 
those who elect to work in small segregated groups are continuously 
under pressure to participate — vicariously through the efforts of 
journalists or programme producers or directly through their more 
PM contacts with wives, husbands, relatives, neighbours, and 

Tiends, 
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Modern social services 


In other senses also the resources of the community are brought to 
bear upon the work of schools. The social services of a modern state 
include the provision of probation officers, mental deficiency officers, 
nursery schools, special schools, child guidance centres, and the like. 
Details of the functioning of these vary from time to time and from 
one country to another;[6] but in most places the work of schools 
is fortified by the efforts of statutory and voluntary agencies directed 
also to the care and to the educating of boys and girls. These are of 
special significance in the case of deviating children — the dull, the 
crippled, the maladjusted or the destitute;[7] but their contribution 
is so relevant to the aims and purposes of ordinary schooling that 
wise teachers more and more are setting themselves to discover the 
facilities available in their districts and at the same time are making 
personal contacts with those other human beings who act as Youth 
Leaders, Heads of Recreational Evening Institutes, officials of the 
National Society for the Prevention of Cruelty to Children, Child 
Care Officers, Hospital Almoners, and the like. To all teachers these 
stand as a reminder that behind the school there is the strong arm of 
the whole community to whose ultimate betterment their special 
skill as educational experts is continuously directed. 

Teachers thus do not work alone. They are never truly isolated 
from that greater world which occasionally may seem ‘outside’, but 


which is in reality always within their classrooms and involved with 
them in all their tasks. [8] 
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XVIII 


THERAPIES IN 
THE SCHOOL SITUATION 


: MUCH HAS BEEN written in the field of psychotherapy as to the pro- 
cesses and consequences of interactions within groups; and from 
Pratt's discovery of many years ago that tuberculous patients benefited 
from group instruction to the most recent variants of social psychiatry 
there may be traced a gradual acceptance of the notion that aware- 
ness of a common humanity on the part of a patient and some insight 
into the attitudes and the experiences of others are contributory to 
the recovery of mental health.[1] The same group processes are 
operative in the maintenance of mental health wherever opportuni- 
ties for group intercourse are available in school or church or club. 

Indirect evidence on this is to be found in many studies to which 
reference has already been made.* Spontaneity in grouping, oppor- 
tunities for leaderless group discussion and the friendliness of attitude 
and faith in the possibility of improvement which result from ‘demo- 
cratic’ classroom procedures have been followed by the re-establish- 
ment of shattered confidence, the awakening of hope and the 
discovery of courage on the part of children of all ages. [2] 


Techniques in teaching 


The techniques used by teachers to attain these ends vary along as 
wide a continuum as those exemplified by differing schools of psycho- 
therapy.[3] Gradations in methods may be observed from the in- 
culcation of a specific interpretation (persisted in against resistances 
almost as strong as those encountered in the process of traditional 
psycho-analysis) to something akin to the willingness of Rogerian 
therapists to reflect feeling and await personal insight. Methods differ 
from teacher to teacher; but they are related also to differences 


* For a fuller discussion of 
Fleming, C. M., Adolescence. 
Kegan Paul Ltd. 1948 and 1955. 


group therapy in its relevance to education see: 
Its Social Psychology. London: Routledge & 
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among pupils and to differences in subject-matter. Even the hardiest 
autocrat is affected by the glances and gestures of his pupils; and to 
classes of higher ability there seems a tendency to accord a more 
harmonious and ‘child-centred’ climate.[4] There is also a balancing 
of responsibility between teacher and class which is a function not 
only of the age of the pupils but of a mutual acceptance and rejection 
of adult and child which psychiatrists would describe as transference 
and counter-transference. 

The key problem of teaching, like that of therapy, may be described 
as one of communication; and it has to be handled within the frame 
of reference of both teacher and pupil. To the teacher as the profes- 
Sionally active partner there belongs the responsibility of taking steps 
to secure some understanding of the past life, the expectations, and 
the aspirations of the child. In this lies the justification for the 
making of ‘case-studies’ by students in teacher-training courses 
and by teachers in active service. From this also comes part of the 
Success which follows friendly attitudes towards parents in their 
approaches to a school. Much ‘information’ is conveyed without 
words; but mutual awareness of the undertones of verbalizations 
increases the effectiveness not only of direct instruction but also of 
questioning and the discussion of answers. The therapeutic skill of 
a teacher is closely related to competence in such matters. 


Group work 


Membership of groups has sometimes been discussed as if of itself 
(tegardless of the quality of its membership) it were contributory 
to improvement.[5] There is not, however, reason to suppose that 
the mere interchange of words among groups of human beings who 
lack both experience and knowledge can, unaided, result in signifi- 
Cant discoveries, Evidence as to the influence of group discussion on 
the reaching of conclusions has to be read in the light of differences 
in the type of test, the age of the testees, and the nature of the modifi- 
cation desired. It has been shown that group decisions reached by 
friendly agreement on an issue on which fresh information has been 
Made available are followed by more effective action than that 
Consequent on the mere hearing of a lecture or the reading ofa 
Pamphlet.[6] The light had, however, been supplied. It is known 
that even so simple a personal contribution as the reading aloud of 
Words advocating a certain viewpoint can exercise greater influence 
than the same statements read silently or overheard. [7] (A familiar 
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parallel is the singing of hymns or the chanting of slogans.) It is 
recognized that there is a possibility that a contribution of marked 
ability may come from a group; but there is reason to believe that its 
coming is related to the chance that in a group there may be a member 
of unusual gifts. 

There is also no mystical advantage in the mere getting-together 
in a group.[8] Work in Youth Clubs or residential institutions (board- 
ing schools or colleges) is less wisely handled than it might be if it 
makes no provision for the fact that certain avocations are best 
pursued alone. Interest in sociometric status has tended to blind 
some thinkers to the fact that the information given by sociometric 
questions is descriptive rather than explanatory or evaluative. It is 
not to be assumed that either isolation or unusual popularity is 
reprehensible or symptomatic of maladjustment; but awareness of 
its existence gives at times a clue to some of the accompaniments of 
surprising behaviour.[9] Repetition of the same questions after 
intervals of months also offers some indication of the directions ` 
which relationships between pupils are moving and of the effects of 
attempts to establish opportunities for friendly contacts where these 
seem lacking. Neither degree of popularity nor the longing for 
affiliation is, however, of itself indicative of value. There is a merit 
in turning aside as well as in being together; and the growth towards 
social maturity includes a balancing of the issues of similarity- 
difference, popularity-unpopularity, as well as a coming to terms 
with one’s relative competences in a variety of spheres.[10] The 
therapeutic values of membership of groups are thus to be looked for 
in something other than the mere contrast between 'group-work' and 


‘discussion-groups’ on the one hand and ‘individual activities’ and 
‘lessons’ or ‘lecture-courses’ on the other. 


The content of a course 


Of a somewhat different character is the benefit conveyed by the 
intellectual content of a course. This is partly explicable through the 
satisfaction it gives to the wish for ‘knowledge’ which seems an 
essential human attribute. It is to some extent also a means of . 
reassurance through its reminder of the communality of personal 
hopes, fears or ambitions. Biblio-therapy — the therapy of books - 
in a very real sense thus offers at all ages that insight into the lives 
of others which serves to maintain the awareness of kinship which 
is one of the ingredients of mental health.[11] 
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Group belongingness 


Attendance at school offers to boys and girls a series of groups to 
Which they may attach themselves. These give a modicum of accept- 
ance. ‘I am one of the Willington boys.’ They provide an outlet for 
service. ‘I give out the pencils.’ ‘I can show you where to go.’ They 
answer the need for understanding. ‘Our teacher says . . .' 

Contributory also to mental health is the blessed anonymity pro- 
vided by membership of a somewhat large community. There is a 
Certain satisfaction (especially for children from small families) in 
passing from the concentrated attention of loving friends to a more 
impersonal setting where as one of a crowd one may observe oneself 
as well as notice others. There is also a measure of fascination in a 
heterogeneous group. ‘He says...’ ‘She does not...’ ‘They are not 
like me.’ 

Much is sometimes said as to the desirability of small classes. It 
does not, however, seem to have been proved that classes of thirty 
to forty are any less conducive to achievement than classes of fewer 
than fifteen.[12] Something other than the size of the group appears 
to be the definitive factor. Larger classes probably offer a greater 
Variety of roles in which leadership is possible; and they certainly 
Provide a wider range of choice in friendships. They also permit 
More extended periods of escape from direct supervision; and they 
allow more readily for the learning of the skills of self-aided study 
and self-correction of errors. For the teacher of any group there is a 
temptation to ‘teach’ all day long. To the pupils in the larger groups 
the Co-presence of many contemporaries acts in some sense as a 
buffer against excessive adult pressure or persuasion. 


What of the teachers? 


Teachers, like pupils, are human beings with all human hopes and 
fears and longings; and the satisfaction of many of their deepest 
needs comes to them also directly through their work. Like all 
engaged in ‘serving’ rather than in ‘producing’ there is commonly 
among them a concentration on the requirements of others which 
. COnduces to the minimizing of neurotic distress and in itself fosters 
Mental health. [13] 
Tt was formerly suggested that delight in teaching was attributable 
the sublimation of a sexual instinct (the Freudian view) or to a 
lust for Power (in Adlerian thinking). It was in some sense a second 
est to be apologized for and deprecated whenever it was noted to 
269 


to 


TEACHING: A PSYCHOLOGICAL ANALYSIS 


appear. With fuller understanding of the complexity of human 
nature such interpretations have ceased to be sufficient. Human 
beings are not fully satisfied by getting pleasure from sex relation- 
ships, from the accumulation of possessions, from domination, 
prestige or status. They require also to give and to participate — to 
play a role and to understand. The joys of teaching are, for this 
reason, not confined to professional teachers. They can be studied 
wherever in an outreaching of deliberate instruction or tuition one 
human being tries to influence another. In the self-forgetfulness of 
such endeavours there are to be found the same personal accretions 
of self-respect and self-understanding which make the work of 
teachers in the school situation contributory not only to the mental 
health of many of their charges but to their own development in 
personal stability and wholesome self-acceptance. It is, in this sphere 
also, more blessed to give than to receive; and he that loseth his own 
life does in the most real sense contribute to its saving. 
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128, 129, 131, 133, 192-202, 205, 
206, 234; (quotient), 100, 128, 129, 
131, 196 

Intentions, 58, 79 

Interaction(s), 46, 82, 83, 123, 125, 213, 
218, 238, 266 

Interests, 56, 60, 102, 105, 109, 125, 
126, 140, 198, 207, 210, 215, 219, 
229, 252, 253, 256, 262 

Internal, 81, 84, 85 

Interviews, 7, 52, 60, 61, 103, 198, 206- 
12, 228 

Introspection, 58, 78, 95, 228 

Irresponsibility, 34 

Isomorphic, 73, 88 


Judgement(s), 58, 79, 81, 83, 84, 86, 
163, 193, 195, 213 
Juniors, 109, 110 


Kinaesthetic approach, 159 
Kindliness, 108, 144, 205 
Kinship, 48, 268 


Labels (attaching), 146 

Laissez faire (attitudes), 83; (pro- 
cedures), 123 

Language, 140, 157, 161, 162 

Laterality, 133 


SUBJECTS 


Laziness, 20, 128, 129 

Leaders, 6, 14, 15, 44, 83, 125, 245, 
262; (youth), 264 

Leadership, 9. 104, 123, 146, 245, 269; 
(authoritarian), 6, 14, 143; (demo- 
cratic), 6, 14, 245; (laissez-faire), 
6,8 

Learning, 4, 9, 12, 19, 22, 30, 36, 52, 
61, 69-89, 95, 100, 119, 120, 134, 
142, 146, 147, 157, 164, 175, 201, 
219, 230; (animal), 22, 77, 120; 
(dimensions of), 71 

Life-space, 80 

Literature, 155 

Long-term (studies), 35, 56, 98, 100, 
101, 111, 129, 197, 210, 211, 248, 
249, 255; (Californian), 101; 
(Chicago), 100; (Harvard), 100; 
(London), 103 

Love, 33, 51, 57, 124, 260 

Loyalty, 33, 112, 246 


Maladjustment, 127, 264 

Marking, 169-75, 179-82, 184-6 

Materialistic, 22 

Maternal (care), 36, 40, 121 

Mathematics, 155, 188, 197, 227 

Maturation, 95 

Maturing, 96, 104, 106, 109, 110, 113, 
133; (emotional), 109, 132; (geni- 
tal), 110, 130; (social), 20, 53, 81, 
106, 109; (spiritual), 109 

Maturity, 36, 108, 112, 113, 155, 163, 
252, 268 

Meaning, 78, 83 

Measurement, 28, 46, 98; (abilities), 
192-202; (attainment), 104, 168- 
89 

Member of a group, 44, 45, 54 

Memorizing, 70, 71, 163, 230 

Memory, 78, 79, 80, 84, 86, 173, 192, 
195 

Mental (age), 109, 128, 129, 131, 159, 
187, 188; (health), 35, 37, 54, 108, 
109, 263, 266, 268, 269, 274; 
(mechanisms), 51, 57 

Methods (of teaching), 28, 104, 132, 
178, 180, 181, 198, 132 

Mind, 20, 30, 192 

Misdemeanour(s), 9, 29, 107, 113 119 
127 

Modifiability, 37, 256 
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INDEX TO 


Molar (approach), 71, 78; (aspects), 
79, 87 bow 

lecular (approach), 

Séis S 36 45, 122, 213, 236, 247, 
251, 252; (civilian), 263; (in 
forces), 35, 36, 54, 122; (in 
industry), 35, 36, 54, 122 

Mother, 34, 35; (mother-love), 59 

Motivation, 8, 12, 19-61, 79, 80, 95, 
119 

Motor (skills), 71; (components of per- 
ception), 87 

Music, 263 


National Foundation for Educational 
Research, 103, 193 

Nature, 95, 99, 128, 133 

Need(s), 20, 27-37, 50, 51, 55-8, 61, 84, 
88, 106, 111, 112, 121, 124, 126, 
141, 143, 148, 156, 220, 222, 223, 
233, 238, 252, 260, 269 

Neglect, 20 

Neighbourhood, 261, 262 

Neo-Adlerian, 59 

Neo-Freudian, 59 

Nuffield Trust, 103 

Number combinations, 147, 160, 187 

Nurseries, 36, 57 

Nurture, 95, 99, 128, 133 


Observation(s), 5, 6, 10, 34, 50, 72, 77, 
79, 87, 96, 213, 218, 219-23, 228, 
248 


Oedipus, 59 

Old (age), 101 

Operational (terms), 14 

Organism, 31, 74, 78, 80, 81, 85, 87-9, 
95, 124, 146, 196 

Organismic (age), 159 

Organization (cognitive), 86; (educa- 
tional), 105, 178, 249-53; (per- 
ceptual), 84, 85, 87, 147 

Outer, 88, 133, 146, 196, 206 

Output, 88 

Overlapping, 98, 102, 103, 108, 109, 
133, 178, 188, 194, 201, 236 


Parent(s), 5, 28, 29, 36, 44, 61, 99, 101, 
108, 110, 111, 120, 132, 140, 141, 
145, 146, 245, 247, 248, 254, 261, 
267 

Participation, 10, 33, 35, 37, 51, 53-5, 


SUBJECTS 


58, 61, 112, 122-6, 132, 141, 147, 
156, 220, 221, 236, 238, 255 
Payment (by results), 28 
Peer(s), 60, 61, 101, 109, 123, 140, 145, 
229 


Pensioner (the), 102 

Percentile(s), 130, 132, 186, 254 

Perception, 53, 54, 58, 74, 79-88, 124, 
145, 147, 156, 173, 201, 209, 229, 
261; (social), 84 

Perceptual pattern, 72, 162 

Performance, 61, 97, 100, 101, 122, 131, 
171, 178 

Personality, 8, 10, 22, 28, 32, 54, 56, 
58, 81, 85, 124, 145, 205-14, 
(assessment), 10, 56, 205-13 

Phase-sequence, 87, 157 

Phenomenological, 20, 81, 82, 88, 195 

Philosophy, 19, 20, 50, 69, 163; (of 
life), 33 

Phi-movement, 73 

Physical (urges), 113; (growth), 105 

Physiological psychologists, 86-8 

Physiology, 20 

Physique, 60, 101, 110 

Playground, 29 

Pleasure, 34 

Polarity, 70 

Popularity, 60, 143, 235, 268 

Possessions, 34, 120, 270 

Postulates, 71 

Potentiality (multi-), 255 

Poverty, 21, 121 

Power, 34, 198, 200, 269 

Practice, 142, 162 

Prágnanz, 73 

Praise, 6, 143 

Prediction, 101, 132, 217 

Preferences, 46, 47, 48, 56, 102, 262 

Prestige, 54, 55, 245, 270 

Prisons, 47 

Probation Officers, 120, 214 

Problem (children), 120; (pupils), 28, 
29 


Problem-solving, 71, 74, 127, 187 
Progressive Education, 147 

Project Method(s), 154, 155, 227 
Projective techniques, 209, 210, 215 
Projects, 9, 161, 181 

Psychiatrist, 28 

Psychiatry, 58, 59, 266 

Psychic surface, 51, 57, 59, 223 
Psycho-analysis, 21, 22, 32, 230 
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INDEX TO SUBJECTS 


Psycho-analyst(s), 36, 52, 59, 121 

Psycho-analytic, 21, 28, 33, 59, 81, 121, 
207 

Psychodrama, 46, 88, 210, 239 

Psychology (the word), 20 

Psychology (clinical), 58; (compara- 
tive), 22; (dynamic) 19, 32; 
(ego), 51, 56, 57; (experimental), 
6, 19, 20, 27, 53, 54, 58, 154, 173; 
(general), 52; (genetic), 51-3, 57, 
102; (gestalt), 69—74; (social), 20, 
22, 27-37, 52-4, 58, 81, 84, 85; 
(topological), 80 

Psycho-metric(s), 55, 56, 58, 98, 100, 
210, 228 

Psycho-metry, 230 

Psycho-physical (tradition), 74, 192 

Psycho-physics, 79, 83 

Psycho-therapy, 46, 59, 123, 266; 
(group), 42, 266 

Puberty, 110, 112 

Punishment, 84, 86, 122, 247, 257 

Pupil(s), 12, 28, 44, 45, 60, 61, 99, 127, 
142-4 

Purchasers (teachers as), 254, 255 

Purposive (action), 79, 80 

Purposiveness, 79 


Question-answer cards, 161, 162 

Questionnaires, 7, 46, 60, 61, 96, 235 

Quotient (achievement), 129-131 ; (edu- 
cational), 129, 130, 196; (intel- 
ligence), 100, 128, 129, 131, 196 


Racial (contacts), 86; (groups), 236; 
(origins), 97 

Ranking, 168, 212 

Rating(s), 11, 179, 206, 207, 210, 211- 
13, 219, 248 

Rationalization, 57 

Readiness, 70, 159, 188 

Reading, 27, 28, 98, 102, 109, 110, 117, 
126, 131, 134, 156-9, 164, 173-7, 
178, 183 

Reason, 20, 23, 79 

Reasoning, 79, 83, 104, 200 

Rebellion, 34, 106, 108, 113, 261 

Recency, 70 

Receptivity, 70 

Recognition, 35, 87 

Records, 83, 123, 212, 213, 234, 235 

Recovery Incorporated, 125, 126 

Re-education, 37, 60, 121 


Re-enforcement, 85 

Reflex (motor adjustments), 87 

Reflex-arc, 120 

Reform (educational), 236-9 

Reformatories, 47 

Refresher courses, 3, 134 

Refugees, 46 

Rehabilitation, 81, 126 

Reinforcement, 70, 71, 77, 142, 146, 
222 

Rejection, 20, 46, 61, 106, 132, 221 

Relationships, 8, 11, 12, 19, 20, 27-9. 
32-6, 47, 49, 61, 72, 77, 86, 88, 
95, 101, 105, 109, 121—3, 125, 127, 
140-2, 144, 147, 223, 229-31, 239, 
245, 246, 252, 255, 260, 268; 
(pupil), 101, 141, 143; (teacher- 
parent), 247-9, 260; (teacher- 
pupil) 6, 7, 29, 101, 122, 141, 144, 
246 


Relays, 88 

Religious (experience), 33, 261 

Remedial (treatment), 51, 104, 120, 
158, 161, 249; (education), 134; 
(work), 156 

Repetition, 69, 70, 77, 78, 142, 148 

Repetitiousness (of behaviour), 70 

Reports, 248 

Repression, 21 

Repulsion, 235 

Research, 219; (action), 82, 213, 218, 
229, 230, 234, 235, 236, 238; 
(educational), 154-64, 228-39; 
(experimental), 230; (operational), 
82, 218, 229, 230, 234, 238; 
(practical), 229, (psychological), 
96, 230; (pure), 229 

Residential homes, 81; (institutions), 
45, 260, 261, 268 

Resistance(s), 21, 72, 88 

Response, 35, 69, 70, 73, 74, 77, 78, 
86, 133, 142, 144 

Responses, 52, 71, 72; (elicited), 71; 
(emitted), 71; (instrumental), 71; 
(operant), 71; (respondent), 71 

Responsibility, 102, 112, 246 

Retardation, 128, 132 

Retention, 70 

Reward, 70, 84, 86, 122, 124, 146, 222, 
247, 257 

Role, 46, 50, 53-5, 64, 108, 109, 122, 
124, 245, 247; (behaving), 88 

Roles, 256, 269 
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INDEX TO 


Rote-learning, 71 
Rural, 133 


ample(s), 100, 169, 193, 195 
oe 171, 172, 184, 195, 196, 198, 
200, 205 
Sarah Lawrence College, 55 
Satisfiers, 70, 146 
Savages, 107 
Schemata, 53, 80, 87, 157 
School(s), 37, 59, 60, 99, 102, 109, 110, 
260-4, 266; (Boarding), 268: 
(Community), 227; (Comprehen- 
sive), 253; (Day), 45, 47, 109; 
(Grammar), vii, 250, 251; 
(Infant), 227; (Nursery), 6, 106, 
227, 264; (Secondary Modern), 
vii, 250, 251; (Sunday), 106, 261 
Science, 155, 227 
Scottish Council for Research in 
Education, 189 
Security, 33, 35, 56, 57, 59 
Segregation, 212, 237; (educational), 
97, 102, 212, 249, 250, 253; 
(racial), 253; (sex), 253; (socio- 
economic level), 253 
Selection (secondary school) vii, 195, 
201, 212, 213 
Selectivity (of perception), 85 
Self, 50-54, 56, 57; (abasement), 51, 
52; (acceptance), 51, 59, 270; 
(assertion), 52, 54; (awareness), 
51-3, 209; (centredness), 52, 108; 
(concept), 50-61, 106, 124, 125; 
(correction), 155, 227, 254, 269; 
(despising), 55; (discovery), 20; 
(disparagement), 60; (display,) 51, 
527 (empirical), 50, 51; (ex- 
pression), 8, 20, $7, 121: (in- 
struction), 155, 227, 254; (involve- 
ment), 54, 81, 148, 222; (per- 
ception), 61, 249; (phenomenal), 
51; (picture), 20, 55, 56, 58, 60, 
106, 124, 141, 145, 146, 148, 156, 
222, 229, 247, 252, 255, 261; 
(rating(s)), 61; (reference), 50-3, 
55, 58, 60, 79, 103, 123; (regarding 
sentiment), 51, 52, 54; (seeking), 
30, 36, 124 
Selfishness, 108 
Sensation, 74, 79 
Sensory (input), 80, 86; (motor arcs), 
. 88; (tonic events), 87 


SUBJECTS 


Sentence-method, 157, 158 

Sentiments, 22, 51, 52, 54 

Separation, 46, 102 

Service, 54, 55, 122, 124, 126, 269 

Set(s), 79, 87, 88, 142, 145, 146, 162, 
201, 261; (setting), 252 

Sex, 97, 112, 120, 140, 236; (educa- 
tion), 109; (relationships), 270 

Shyness, 55 

Sign-significate (relations), 73, 78 

Simultaneity (of cue and response), 
70, 142 

Situational (treatment), 45 

Size (of class), 269; (of group), 45, 125 

Skills, 55, 71, 77, 99-102, 104, 105, 109, 
112, 132, 147, 159, 162, 169, 187 

Sociability, 235 

Sociable, 107 

Social, 31, 34, 37, 79, 89, 107, 112, 124, 
133; (climate), 6, 8, 44, 56, 83, 84, 
105, 123, 127, 145, 146, 234, 255, 
263; (influences), 19, 36, 69, 77, 
80; (services), 264 

Socialization, 30, 107, 108 

Society, 19, 20, 35, 51, 53, 57, 58, 121 

Sociodrama, 46, 88, 210, 239 

Socio-economic (level), 21, 29, 127, 
131, 133, 140, 201, 260 

Socio-gram, 47 

Sociologists, 55 

Sociology, 19, 20 

Sociometric, 228, 234, 252, 268 

Sociometry, 44-8, 229 

Speech, 5, 11, 13, 106, 110, 132 

Spelling, 27, 28, 98, 154, 159, 174, 179, 
180, 182, 236, 240 

Spiritual, 95, 102, 109, 126 

Spontaneity, 234, 266 

Sport, 60 

Stability, 34, 35, 270 

Standard (deviation(s)), 99, 100, 130, 
185, 186; (scores), 130, 185, 186 

Standardized scores, 130-2, 185, 186, 
202, 254 

Status, 46, 50, 52-5, 60, 64, 97, 99-100, 
107, 113, 122, 124, 130, 132, 196, 
210, 234, 252, 270 

Stereotypes, 51, 81, 103, 110, 253-5, 
263 


Stimulation (exteroceptive), 87 

Stimuli, 30; (motivating), 71; (move- 
ment-produced), 70 

Stimulus. 69, 70, 71, 73, 85, 142, 147 
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INDEX TO 


Stimulus (pure stimulus act), 71 
Storage, 88 
Streaming (by ability), 
141, 249-53 
Sublimation, 21, 57, 59 
Submissiveness, 52, 56, 
Success, 36, 56, 61, 99, 
131, 132, 145, 146, 
220, 238, 250, 256 
Suggestion, 53, 84, 109, 222 
Super-ego, 22, 52, 57 
Suspiciousness, 127 
Synapses, 88 


97, 100, 110, 


107, 211 
124, 126, 129, 
159, 161, 162, 


Talkativeness, 127 
Teacher (attitudes), 5, 9; (good), 4, 5, 
7-10, 125, 143; (inefficient), 28, 
98, 127, 131, 198; (selection), 
9; (training), 3, 12, 228, 229, 267 
Teachers' estimates, 211, 212 
Teaching, 3, 4, 7-10, 12, 104, 144, 174 
(assessment), 9 
Television, 102, 262 
Temperament, 202, 205, 206 
Tenderness, 33, 35, 51, 121 
Tension, 82 
Testing (group), 27, 99, 128, 192, 198, 
200; (individual), 27, 99, 128, 131, 
177, 192, 198 
Testimony (psychology of), 79 
Tests, 36, 130, 254; (attainment), 168- 
89; (diagnostic), 187-9, 229, 249; 
(essay-type), 169, 172-4; (in- 
telligence), 192-202; (new-type), 
170, 172-4, 175, 178, 179, 183, 
186; (objective), 173, 175, 179, 
181, 183, 184, 193; (projective), 
172, 173, 206, 230; (standardized), 
9, 104, 128, 173, 175, 176, 181, 183, 
193, 201, 212; (sociometric), 82; 
(survey), 154, 168-88, 229, 248 
Text-books, 132, 147, 161, 174, 175, 
178-80, 188, 254, 255 
herapy, 12, 46, 51, 56, 59, 88, 122, 
125, 227, 266-70; (client-centred), 
59; (group), 62, 125; 
Th; Directive), 59, 146, 166 
inking, 9, 104, 198; (abstract), 193; 


animisti é i 
Thought, 3 ^ 103; (conscious), 83 


d 


(non- 
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SUBJECTS 


Toddlers, 105-9 

Transference(s), 33, 57, 59 

Trial-and-check, 85, 86, 147 

Trial-and-error, 70, 120, 147 

Truancy, 127 

Tuition (act of), 3-12, 132, 148, 168, 
178, 188, 255, 270 

Types (of children), 211, 237, 253, 255; 
(of men), 120; (of mental func- 
tioning), 103, 253 


Unconscious, 21, 23, 59, 85, 112 

Under-functioning, 128, 132 

Understanding, 32, 33, 36, 37, 58, 105, 
107, 269 

Unhappiness, 127 

University, 237, 238 

Unsociability, 127 

Untruthfulness, 127 

Urban, 133 

Urges, 79, 113 


Value-resonance (of perception), 80, 
85 


Values, 56, 60, 82, 84, 123-5, 172, 205, 
207, 209, 261, 262 

Variability, 99-101, 109, 132, 188, 196, 
250, 255 

Variable (dependent), 73; (independ- 
ent), 73, 134; (intervening), 713,1, 
88 


Variation, 21, 30 

Vigilance, 80, 85 

Vocabulary, 52, 102, 104-6, 112, 154, 
163, 164, 177, 179, 182, 183, 189, 
192 

Vocation, 112 


Whole (apprehension of), 72, 87, 162 

Will, 32, 51, 79, 142 

Winnetka (Technique), 145, 154, 155, 
157, 236 

Wishes, 34, 35, 47, 125 

Word-blindness, 133 

Work, 83; (individualized), 236, 268 

Workshop, 113, 263 

Writing, 109, 126, 172, 179, 180, 206 


Youth Club(s), 268 


